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Abstract 
The study presented in this thesis provides a comprehensive genealogy of 
preschool education in Queensland government schools. It is one analysis of 
how Queensland constructs, regulates and governs its young citizens as 
educated subjects. Most significantly, the study points towards early childhood 
educational institutions as fruitful sites for building up narratives of a society, 
Its politics and economy. 
The analysis Is approached as a genealogy of governmentallty, which enables 
a consideration of the two research questions that guide this thesis: 
• How has preschool childhood been produced; that is, what are the 
regimes of truth, practice and thought that surround preschool 
childhood? 
• How have these regimes been made technical, practical and rational in 
the provision of preschool education in Queensland government 
schools? 
These two questions emerged out of the disjuncture I felt over the publication 
In 1998 of the Preschool Curriculum Guidelines. This curriculum framework 
document was of interest to me for two reasons. First, preschool education In 
Queensland was initiated In the early 1970s and, until the publication 26 years 
later of the Preschool Curriculum Guidelines, the Queensland government 
showed very little interest in what went on in preschool classrooms. Secondly, 
the preschool year in Queensland is currently a part-time voluntary year, and 
the Preschool Curriculum Guidelines was published for mandatory use in this 
setting. Quite clearly, there were changes afoot in the governing of preschool 
education in Queensland. My study is one interpretation of these changes. 
As a genealogy of governmentallty, building on the work of Foucault 
(2000/1978) and Rose (1999b), this thesis is a study of documents, themes, 
discourses and power relations. It searches not for origins or truths, but for 
links between macro contextual factors and the Invention of Institutional 
practices for the governing of young children and their teachers. This search 
reveals the accidents, contingencies, knavery, conflict and cattlness that 
contribute to the everyday commonsense of preschool education. 
Despite critique to the contrary, young children in early childhood educational 
discourses are predominantly produced as innocent and natural individuals 
who develop along a universal path to rational adulthood. Conducting a 
genealogical study of the governing of preschool education requires a 
significant shift In thinking about how subjects. Including both children and 
adults, are produced within the dominant discourses of early childhood 
education. Throughout this study understandings of childhood as natural or 
Innocent are rejected, instead childhood is viewed as a deeply social time of 
life that is governed In relation to particular social, political and historical 
contexts. 
I argue that preschool education is closely linked into macro political, social 
and economic contexts. Further, I illustrate how understandings of young 
children and the provisions for their care and education shift in concert with 
understandings of adult worker/citizens. Historically, it has been 
understandings of women and motherhood that have been particularly 
Influential upon changes In understandings of preschool childhood and 
education. This thesis, therefore, pays attention to shifting notions of 
motherhood, of women in paid work and links to childhood. 
The final contribution I aim to make through this study is to an emerging 
critique of governmentallty studies; that is, the tendency of these studies to be 
blind to categories of difference. Throughout this thesis I am explicitly 
conscious of the fact that when considering the governing of preschool 
teachers, the governed are, by and large, women. To investigate the 
regulation of a predominantly female workforce I also take into account the 
various methods, tactics and means through which women have governed 
each other in the field of early childhood education. 
This thesis makes an analysis of the establishment, governing and regulation 
of preschool education in Queensland government schools. The study 
presented in this thesis is one of a (very small) handful of studies that make 
any historical analysis of preschool education in Queensland, and indeed 
Australia. Further it is the only study, to my knowledge, that places preschool 
education in Queensland within the macro contexts of both Australian and 
broader western social and political discourses. 
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/. INTRODUCTION 
Introduction: getting political 
...the Idea that human sciences like educational studies stand outside or 
above the political agenda of the management of the population or 
somehow have a neutral status embodied in a free-floating progressive 
rationalism are dangerous and debilitating conceits (Ball, 1998a: 76). 
...there Is a complex Interplay between society and Its institutions for 
children which, once again, casts doubt over the redemptive hopes 
Invested by politicians and policy makers in children's services. If we 
know how to read them, public provisions for children offer narratives 
about their society, Its values and dominant understandings (Moss & 
Petrie, 2002: 171). 
Nicolas Rose has stated that 'childhood is the most Intensely governed sector 
of personal existence' (1999a: 123). Rose originally made this comment in 
the 1980s, referring to understandings of childhood in the 20^^  century to that 
point. That the shape and Intensity of this governing Is now shifting, in concert 
with shifting modes for the governing of adults, Is the central contention of this 
thesis. 
The two opening quotes above, from different studies and within different 
contexts, serve as an effective backdrop for this contention. They reflect the 
two key traces that may be found throughout the discussion and analysis 
undertaken in this thesis. The first of these is centred on the need to engage 
with political agendas and the management of populations as powerful sites 
and sources for thinking about early childhood education and the construction 
and regulation of young children. The second key trace maintains that such an 
engagement has the potential to produce critical narratives of politics, society 
and the institutions adults create and regulate for young children. 

Childhood may be the most heavily governed sector of existence, however, it 
Is rarely viewed as such In studies of childhood or the institutional frameworks 
Invented for childhood (but see Rose, 1999a, Hultqvlst, 1997; Hultqvlst & 
Dahlberg, 2001). Dominant amongst studies of early childhood has been a 
certain naivety and 'niceness', a concern for maintaining a natural and 
Innocent childhood space. This study refuses such productions of childhood. 
Instead, I aim to present a critical and diagnostic approach (Rose, 1999b) to 
the production of early childhood education, and In particular, preschool 
education in Queensland government schools. Following Rose (1999b), and 
before him Foucault, my critical and diagnostic approach to analysing 
preschool education Immediately considers preschool education and 
understandings of young children as socially, culturally, politically and 
historically constructed. Such an understanding casts considerable doubt 
over dominant conceptions of a universal childhood that is natural and 
Innocent. 
My approach to this critical and diagnostic engagement has been via 
developments of Foucault's notion of governmentallty. Such an analysis of the 
shifting modes of regulation and governing of childhood requires a particular 
orientation to history and to politics. In Foucaultian terms, such an orientation 
is genealogical. As a genealogy, my thesis does no searching for origins or 
underiying truths. Rather, It searches for accidents, contingencies, 
overtapping discourses, threads of power and, importantly, conditions of 
possibility for the production of commonsense, taken-for-granted truths. The 
starting point for my thesis, therefore, is 'the non-necessity of what passes for 
necessity in our present' (Burchell, 1993: 279). 
Towards the end of his life, Foucault began extending his genealogical studies 
to encompass his analytics of governmentallty (Foucault, 1978). The tools 
Foucault provided in his rather scattered governmentallty writings provide a 
useful entree into revealing the links and connections, power relations and 
accidents that form the basis for the regulation and management of young 
children and their education. 
This thesis is about the Invention and regulation of preschool in the 
Institutional setting of Queensland government schools. It presents a 
'genealogy of government' (Rose, 1999b: 57), focusing on preschool 
education in Queensland. Preschools are a major site of the Queensland 
government's institutional provision for early childhood education. As such, 
they may be read In a way that provides illuminating social and political 
narratives of Queensland. 
As I write the final pages of this thesis, the narrative of preschool education In 
Queensland Is under review. In the context of this genealogy of 
governmentallty of preschool, the shift can be read as aligned with a shift in 
thought about childhood and the purpose preschool education serves. The 
current shift In thought about preschool education has emerged from a much 
broader shift in thought about education, knowledge and the economy. Here 
then, is a preliminary link Into the first of the key traces mentioned at the 
beginning of this Introduction: that engagement with political agendas for the 
management of populations Is an Important and powerful site for thinking 
about childhood; that understandings of how 'bigger picture' political and 
social structures are shifting, mutating and being rethought, also provides 
powerful conditions for the possibility of rethinking preschool education. The 
second key theme (which is closely linked Into the first) enables a diagnosis of 
the kinds of institutions created by adults for the governing of children In the 
context of these changing political agendas. 
Knowledge-based economies in neo-liberal societies 
I would like to return now to the central contention of my thesis - that the 
governing of childhood and the children inhabiting this nebulous space is 
shifting In concert with changes in the governing of adults. To do this I need to 
take a side step into knowledge-based economics and the production of 
knowledge worker/citizens. 
The Organisation for Economic Co-operation and Development suggest that 
'the term "knowledge-based economf results from a fuller recognition of the 
role of knowledge and technology in economic growth' (OECD, 1996: 9 
original emphasis). This recognition points towards the rapid growth in 
industries that depend upon the production and distribution of knowledge, 
which in turn both generates and depends upon workers who are able to 
create, utilise, manage, produce and distribute such knowledge. This trend 
towards knowledge-based economies Is evident in many countries, 
particularly those considered 'developed' or industrial. 
Western, English speaking nations that maintain or aspire to knowledge-
based economies are generally based within neo- (and more recently 
advanced) liberal understandings of society and government. That is, within a 
society that valorises individual freedom, choice and responsibility and a 
government that functions from a distance with an emphasis on market 
economies (Marginson 1993; Yeatman, 1994; Johnson, 2000). Rose (1999b) 
also suggests that neo-liberal forms of government are shifting and merging 
with what he terms advanced liberal forms of government. These forms of 
advanced liberal government are based around the government of expertise, 
making use of regulatory strategies such as benchmarking and performance 
Indicators. 
Rose (1996a, 1999b) suggests that the worker/citizen central to the success 
of neo- and advanced liberal societies with knowledge-based economies is a 
self-maximising entrepreneur. Such a worker/citizen is exhorted to lifelong 
learning; to the constant and ongoing engagement with rapid flows and 
networks of, for example, information, communication, work and money. This 
worker/citizen is also to submit to a vast network of surveillance, including 
performance monitoring, accountability and benchmarking. 
This understanding of the worker/citizen is, as many feminists have argued 
(e.g. Blackmore, 2000; Ozga, 2000), a rather limited approach based In 
particular conceptualisations of rational, individual masculinity. The place of 
women within neo- and advanced liberal notions of the worker/citizen is often 
ambiguous. While in some ways women's lives are being transformed, in 
other ways there is a re-emphasis on the 'traditional' work of women. 
Understandings of young children In these changing societies and economies 
are Inextricably bound up in understandings of motherhood and the woman 
worker/citizen of neo- and advanced liberal societies with knowledge-based 
economies. 
Australia is one nation that is produced out of discourses of neo-liberalism, 
and more recently aspects of advanced liberalism. Within this context, the 
state government of Queensland has embraced the dominant and widespread 
discourses of knowledge-based economies. The mantle of the knowledge-
based economy has been spread across all sectors of government in 
Queensland within the unifying slogan of 'Queensland, the Smart State'. The 
Smart State agenda of Queensland's government provides opportunities for 
shifting institutional arrangements, partlculariy for major sectors such as 
education. This agenda, produced as it is in a language of new jobs, new 
citizens, new economies and new education, has provided the conditions of 
possibility for a revision and renewal of preschool education In Queensland. 
Changing the ways worker/citizens are thought about has 'knock on effects' 
for ways of thinking about childhoods. Since childhood is a relational concept 
(Buckingham, 2000), It is, most usually, understood and thought about within 
Its relationship with adulthood. Thus, quite cmdely, modern liberal thought of 
rational adulthood required a childhood that produced modem liberal adults. 
For example, the dominant understanding of eariy childhood education 
produced through developmental psychology is premised upon the universal 
child's rational progression to a modern, liberal and rational adulthood. Neo-
liberal and advanced liberal thought of adulthood requires new childhoods; 
childhoods that will produce lifelong learners, self-maximisers - the 
autonomous and rational worker/citizens required in neo-liberal and advanced 
liberal societies with knowledge-based economies. 
The case of preschool in Queensland government schools 
As a relational concept (Burman, 1994; Buckingham, 2000), childhood Is 
linked Into these broader social, political and historical discourses. Childhood 
Is a site of Intervention, of governing and of the shaping and moulding of 
'agents of change for the future' (Hultqvlst, 1998: 96). In particular, as I argue 
throughout this thesis, eariy childhood Is governed and managed in alignment 
with the governing and managing of women, mothers and families. 
Hultqvlst and Dahlberg (2001: 4) suggest that 'the ordering of knowledge is 
not about representation but about the production of historical truths that 
govern and guide the conduct of the child'. In this thesis I make an analysis of 
how the knowledges and truths of eariy childhood emerged and how they 
have produced technologies that govern childhood. This entails a 
consideration of understandings of childhood, teacherhood and motherhood, 
along with the tactics and strategies that have been invented to regulate and 
manage all who inhabit preschool settings. As already pointed out, I do this 
through a governmentallty study of preschool education in Queensland, the 
major institutional provision for eariy childhood education by this state. 
My use of governmentallty in this study is interested In 'practices concerned to 
conduct the conduct of others rather than those concerned to conduct one's 
own conduct' (Dean, 1999: 13). Although I am aware that Foucault (1997f) 
regarded governmentality as the point at which the conduct of others and the 
conduct of the self Intersected, a focus on the conduct of others by the state is 
the analytic point of this thesis. Thus, throughout this study I focus upon the 
operations of the state and on the development of state-based Institutions and 
the policies, procedures and practices within which these institutions are 
embedded and the conduct of others is governed. 
My initial Inspiration for this thesis was the sense of disjuncture caused by a 
single text: The Preschool Curriculum Guidelines (Queensland School 
Curriculum Council, 1998). This text caught my attention for it holds the 
unique and rather strange position of being a text for mandatory use in the 
voluntary preschool year of schooling in Queensland. My initial question was 
quite simple - why this text now? As I began searching for clues, I discovered 
knavery, cattlness, pragmatism, political naivety and care all competing for 
space In the formulation of a response to my question. 
While I began this thesis with a vision of making a sociological study of 
preschool childhood, as the thesis developed, I realised that what I was doing 
was not In fact a study of preschool childhoods, but a genealogical study of 
preschool education In Queensland. This is, therefore, not a study of 
childhood per se, but a study of the conditions of possibility in which preschool 
education In Queensland emerged and changed. Such a study entails taking 
note of the ways preschool education has shifted, changed, evolved and been 
recrafted in the context of the social, political and economic discourses in 
which it sat. 
It is important to note that while these contexts exist and are productive of 
particular power relations and regimes of truth and practice, they are not fixed 
or imposed and may therefore be resisted or altered. I do not wish to suggest 
that the governing strategies and tactics of the state are absolute. I do, 
however, wish to suggest that they have regulatory effects upon what sorts of 
practices are enabled and/or constrained In preschool settings in Queensland. 
I am, therefore, interested in what the state has to say about preschool and 
how that creates and recreates the conditions of possibility for preschool 
provision and practice In Queensland. A genealogy of governmentality 
enables such a critical diagnosis of the ways in which subjects are governed, 
govern themselves and each other in preschool in Queensland. 
Research questions 
The study presented here revolves around two core research questions: 
• How has preschool childhood been produced, that is, what are the regimes 
of truth, practice and thought that surround preschool childhood? 
• How have these regimes been made technical, practical and rational in the 
provision of preschool education in Queensland? 
These questions arise out of an interest in subjectivity that is not focused upon 
'the texture of lived experience, but with regimes of truth and discursive 
effects' (McLeod, 2001: 97). They also reflect the two key traces mentioned at 
the beginning of this introduction; that Is, an interest in the political 
management of populations and how this management Is reflected In 
institutions created for children. I am concerned, therefore, to introduce into 
eariy childhood education In Queensland 'a critical attitude towards those 
things that are given to our present experience as If they were timeless, 
natural, unquestionable' (Rose, 1999b: 20). 
Gathering Data 
Foucault (1998b: 370) suggested that genealogical studies require 'a vast 
accumulation of source material'. As already mentioned, this study began with 
a single text. The search for the conditions of possibility for this text, however, 
has certainly led to the accumulation of a large archive of documentary 
materials. This search has not only led me to various historical archives in 
Queensland, but also to a range of histories and discourses that have served 
as the conditions of possibility for the development of Australian and 
Queensland government, economy and society. 
Backward mapping from the Preschool Curriculum Guidelines (1998) brought 
me to the Preschool Teachers' Handbook (c1978). As the study was drawing 
to a close, the Queensland government announced the trial of a full-time 
preparatory year of schooling to replace preschool In Queensland's 
government schools. This led to a third core text. Education and Training 
Reforms for the Future (2002). To consider the macro-contexts in which these 
three texts were produced required searching beyond to letters, memos, 
policy linkages, political statements, newspaper reports, economic and social 
considerations and, of course, early childhood educational discourses. 
During the period of the Bjelke-Petersen government in Queensland (see 
Chapter five) the '30 year law' was introduced. This law placed an embargo 
on public access to much of the Queensland government's documentation for 
30 years. Access to papers surrounding the 1972/3 introduction of preschool 
education therefore, required permission to search the Queensland State 
Archives. The state's newspaper, The Courier Mail, was also a source of data, 
as were political speeches and policy statements from the years around this 
time. 
While documentation surrounding the 1998 production of the Preschool 
Curriculum Guidelines was more easily accessible. It was also more 
changeable. My accumulation of source material now Included a CDROM and 
Internet sites. However, resources only available on the Worid Wide Web 
disappeared in the final six months of the writing of this thesis, as the 
Queensland School Curriculum Council became part of the Queensland 
Studies Authority. In this move the Queensland School Curriculum Council 
website was taken down, and much of the text on the Preschool Curriculum 
Guidelines went with it. 
The Education and Training Reforms for the Future document is readily 
available both on the World Wide Web and in print. Much of the other source 
material that contributes to the analysis developed around this text is also 
available through both these means. The eariy years curriculum that is 
currently in development for the preparatory year trial, while available for 
public consultation, is unavailable for citation. 
In laying the foundations for the analysis of Queensland's particular 
production and regulation of preschool education, I also consider a wide 
range of texts, studies, reports and research that contributed to the dominant 
knowledges and regimes of truth and thought regarding eariy childhood 
education. In approaching an analysis of preschool education from this 
genealogical perspective, a perspective that has entailed the gathering a 
range of data sources, I am able to provide a macro analysis of how it is that 
preschool education fits into the bigger picture of governing in Queensland. 
Overview of chapters 
This thesis is laid out in four sections. The first section includes this 
introduction (Chapter one) and Chapter two. This section of the thesis 
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provides my Introductory statements, followed in Chapter two by a discussion 
of the theory and methodology on which this thesis is based. The second 
chapter considers aspects of the governmentality and genealogical work 
produced by Foucault and developed by many others, most notably Nikolas 
Rose. 
Throughout my discussion of governmentality, I return to feminist theorising 
and critique, as a way of maintaining a critical engagement with the theoretical 
framework of governmentallty. As I argue throughout the thesis, gender has 
been a significant omission from most governmentality studies. The 
strategies, tactics and thought of government cannot be separated from the 
subject at which they are aimed and the subjectivities In which they are taken 
up and performed (see also McLeod, 2002). I am, therefore, concerned to 
ensure that the potentially gendered aspects of these governing rationalities 
and practices are considered. To this end, a component of my study is 
focused around how preschool educators, a largely female group, have been 
constituted within discourses of motherhood, citizenship, work and education 
and the relation of these constitutions to the invention of tactics of government 
In preschool education. 
The second section, 'producing eariy childhood education', includes Chapters 
three and four. These chapters provide a history of the present of preschool 
education, taking a genealogical approach towards considering the conditions 
of possibility for the emergence and production of particular discourses 
regarding preschool childhoods, preschool teacherhoods and preschool 
practices. Chapter three focuses upon some of the major and dominant 
discourses of western early childhood education. Chapter four investigates the 
emergence of play as the signature pedagogical practice of eariy childhood 
education. 
As genealogical analyses, these chapters do not search for certainties or 
origins, rather they consider the emergences, accidents and contingencies 
that may be exposed beneath that which is taken for granted as natural and 
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essential within the regimes of truth of eariy childhood education. There are 
two aims behind Chapters three and four. First, to make a critical account of 
the dominant discourses of eariy childhood education and second to provide a 
big picture discursive backdrop to the specific case of Queensland's preschool 
provision. 
The third section, 'producing and managing preschool education In 
Queensland government schools', consists of Chapters five, six and seven. 
These three chapters take up the discourses of preschool childhoods, 
teacherhoods and practices, discussed in Chapters two and three, 
considering how they became regimes of truth, practice and thought in the 
particular context of Queensland government preschool settings. These three 
chapters are ordered chronologically around three key moments In the history 
of state preschool education in Queensland. Thus, Chapter five focuses on 
Queensland's initial state-funded provision of preschool education in 1973. 
Chapter six focuses on the production of the first curriculum framework written 
for this year of schooling by the Queensland government in 1998, and finally, 
Chapter seven focuses on current moves towards a full time preparatory year 
of schooling. 
These three chapters locate preschool education within broader social 
discourses and broader political discourses, particulariy of education. This 
location of preschool education in the 'bigger discursive picture' exposes the 
strategies, tactics, inventions, accidents, contingencies and power relations 
that contributed to forming preschool as a relatively rational system of thought 
and practice that conducts, manages and governs the human field of action 
within preschool settings. 
In these three chapters particular texts, practices, tactics and strategies are 
located within the 'macro-genealogical' picture, asking what were the 
conditions of emergence for these particular strategies at that particular time. I 
also make closer analyses of many of the documents, practices, plans and 
initiatives that have been, and continue to be, employed to regulate, manage 
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and govern the field of possibility for preschool education in Queensland. In 
this closer analysis I ask how it Is that preschool has been produced, what 
rationalities are dominant and what practices have been enabled. I also ask 
how these rationalities and practices have functioned to govern preschool 
experiences. 
The fourth, and final, section of this thesis provides a conclusion. Here I return 
to the two traces that are threaded through out this thesis and are discussed 
at the beginning of this introduction. I also consider the Implications and 
limitations of this study and consider some potential pathways for future 
research arising form the thesis. 
13 
Governmentality 
Government is the right disposition of things, arranged so as to lead 
to a convenient end (La Perriere, In Foucault, 2000/1978: 208). 
The discussion in this chapter provides the theoretical framework surrounding the 
concept of governmentallty. In this chapter I address Foucault's Initial work on 
governmentality, following this up with more recent developments of the concept. 
I then close the chapter with some methodological considerations relevant to this 
study. 
As will be discussed throughout this chapter, the analytic tools provided by 
Foucault's (2000/1978; 1997a-g; 1982) rather brief and scattered excursions into 
notions of government and governmentality have been the focus of a great deal 
of further thought and development over the last decade or so. Many have 
contributed to this development; eariy important work included that of Peter Miller 
and Nikolas Rose, both Individually and in collaboration with each other and with 
others (Miller, 1987; Rose & Miller, 1992; Rose, 1993; Rose, 1996a, b & c; Rose, 
1999a & b; Burchell, Gordon & Miller, 1991; Barry, Osborne & Rose, 1996). 
Others who have contributed to this theoretical development include Mitchell 
Dean (1995; 1999), Barry Hindess (Hindess, 1993; Dean & Hindess, 1998) Ian 
Hunter (1988; 1998), Denise Meredyth and Deborah Tyler (1993) and Anna 
Yeatman (1998, 2000). 
This group of works however, is not a unitary corpus espousing a particular 
'governmentality' analysis. All make use of Foucault's concepts and ideas as a 
base point, but take these ideas in their own directions for the purposes of their 
analysis. Foucault's well-known maxim that his work should be treated as a 
'toolbox' enables these authors to make use of his work In this way. Rose 
(1999b) for example, discusses his work as having a Foucaultian 'ethos', pointing 
out not only his debt to Foucault, but also his development and furthering of 
Foucault's Ideas. 
In making use of the term 'governmentality', Foucault referred to the need for a 
broader understanding of government than the governing body of a pariiament. 
Such a broad understanding entails not only the ways In which states are 
organised and operate politically, but also 'the way In which the conduct of 
Individuals or of groups might be directed' (Foucault, 1982: 221). In this chapter I 
will explore further this multi-layered use of government. It Is important to note 
that governmentality analyses are concerned not only with the regulatory 
practices of a particular state, but also with the conditions of possibility that are 
created in which individuals govern themselves and others. Thus, the phrase 'the 
conduct of conduct' (Foucault, 2000/1978) refers not only to the obvious and 
overt ways in which a state governs, but also the more mundane and everyday 
ways In which groups and individuals govern each other and individuals govern 
themselves. 
I begin the following discussion of governmentality with a consideration of 
Foucault's founding work. I then take up the ways In which this work has Inspired 
and been built upon by others. In particular through the work of Nikolas Rose. I 
do this through an exploration of some of the central themes of the 
governmentality literature as It relates to this thesis; liberalism and 
governmentallty; relations of power; regimes of truth, practice and thought; 
regulating selves and others. I also thread feminist analyses throughout this 
discussion, as for me this discussion would be othenA/ise incomplete. As I argue 
throughout this chapter, while governmentality studies remain largely blind to 
gender (and also to Issues of race, class, religion, disability) they marginalise a 
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large body of literature that emphasises the ways In which technologies of 
government have a range of effects In the lives of particular individuals. 
Foucault and governmentality 
Foucault's (2000/1978: 219-220) eariy definition of governmentallty had three 
aspects. First, the network of policies, procedures and tactics that enables power 
and regulation to be directed towards the population and individuals. Second, the 
ways In which power and regulation aimed at the population both result in and 
are constitutive of the development of governmental apparatuses and particular 
forms of knowledges. Third, the transforming of 'states of justice' In the Middle' ^ 
Ages to 'administrative states' in the fifteenth and sixteenth centuries and the 
slow shifts to contemporary 'governmentalised' states. 
These three aspects of governmentallty operate both in tandem and 
independently, producing and reflecting the ways in which state operations and 
functions have shifted in order to govern their populations. These state 
operations and functions continue to shift and to be redefined and, according to 
Foucault, It is the strategies of governmentality that enable this to occur. Thus, 
Foucault (2000/1978: 221) asserts it is the 'tactics of government that make 
possible the continual definition and redefinition of what is within the competence 
of the state and what is not, the public versus the private and so on'. The idea of 
governmentality is, therefore, fundamentally concerned with regulation and the 
ways in which the regulatory operations of the state, of Individuals and of 
organisations shift and change over time. 
The first aspect of Foucault's eariy definition of governmentality refers to the 
networks of institutions, policies, organisations and procedures that enable the 
regulation of a population and individuals in particular ways. Thus, for the 
regulation of young children there is a network of both government and non-
government medical, psychological, charitable, educational and legal institutions 
and organisations that have been built up around and operate within a network of 
policies and procedures that are focused upon the management of childhood. 
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Given the lack of social, political and economic status for childhood In most 
nation states (despite the dominant rhetoric of preciousness of childhood and the 
rights of the child) any regulatory mechanisms aimed towards childhood also 
involve regulating a number of relevant adults. Regulatory institutions and 
organisations, such as childcare centres, schools, the National ChildCare 
Accreditation Council, the Commission for Children and Young People 
(Queensland), birth centres, parenting courses, welfare agencies, family law or 
the children's court enable the power of the state to be dispersed and the 
everyday lives and activities of both adults and children to be regulated. 
The second part of Foucault's definition, that is the development of governmental 
apparatuses and their relationship with particular knowledges, Is closely linked in 
with the first part. The institutions described above have developed slowly, In the 
case of compulsory schooling over at least a century, resulting in the profusion of 
educative governmental apparatuses found in many contemporary western 
states. The knowledges on which schooling institutions are based are not 
necessarily coherent, indeed they are often conflicting and contradictory, 
however they form particular regimes of knowledge on which practices within 
these institutions are based. Such knowledges not only operate to build 
regulatory Ideals within which Institutions and organisational frameworks function, 
the knowledges themselves are also constituted through these frameworks. 
An example of this is the notion of development that is infused throughout 
Institutional practices, policies and tactics that centre on young children. 
However, this concept of children developing - most notably through the 
discourses of developmental psychology - is utilised in different ways for 
different purposes within different state and non-state institutions. Within legal 
discourses, for example, ideas regarding children's development may be used to 
judge the value of evidence presented by children. While in educational 
discourses, developmental discourses may be used to justify the rate and 
manner in which subject content is presented to children. It has been noted also, 
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that the language and concepts provided through developmental psychology are 
picked up and used by eariy childhood teachers in partial, conflicting and rather 
messy ways (see Anning, 1991). 
Another example is the 'Eariy Learning Centres', a chain of toy stores in the UK. 
These stores are based around a philosophy of eariy learning that springs 
directly from developmental psychology and feeds into and off a particular middle 
class notion of the importance of education in the lives of young children. These 
stores also perpetuate these knowledges through their choice of developmentally 
and educationally 'appropriate' toys and equipment. Thus, the knowledges upon 
which many institutions and organisations are based not only constitute the 
foundations of institutional practices, but are also developed and perpetrated 
through those institutions. Further, these expert knowledges are not only found 
In government Institutions and organisations, but also in the everyday reality of 
parenthood, operating to regulate what counts as 'good' parenting choices in the 
market of childhood. 
In the third aspect of his definition of governmentallty, Foucault referred to the 
'governmentalised state'. To make this point Foucault referred to the early 
Christian pastoral notion of the church/shepherd taking care of their 
congregation/flock. That is, he first expanded upon pastoral power through the 
idea of the shepherd taking meticulous care of each individual within the flock. 
He then discussed the long movement towards the reason of state and the 
theory of police (Foucault, 2000/1979: 314). Here, Foucault was pointing out the 
shift from divine or naturalised reasons of government to 'government according 
to the state's strength' (Foucault, 2000/1979: 317). The theory of police (and 
policy) was directed towards the widespread regulation of the everyday life of the 
populace. The governmentalising of the state has occurred over centuries as 
these three ideas; Christian pastoral power, reason of state and theory of police, 
have slowly merged and developed into what was for Foucault, the modern state. 
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Preschool education provision In Queensland government schools is a relevant 
example of all three aspects of Foucault's definition of governmentallty. Before 
the early 1970s the Queensland government generally maintained its distance 
from preschool education, as it was considered a private family matter. However, 
before preschool provision operated within the realm of the education 
department, the state government had irregular funding arrangements with the 
Creche and Kindergarten Association^ These irregular acts of benevolence were 
part of the slow shift of preschool education from beyond the state's control, to 
the department of health, to the department of education, to the provision of , 
preschool In Queensland's government schools, to the production of the 
Preschool Curriculum Guidelines. This was a series of shifts that were by no 
means the linear projection implied here. For example, the contingencies of a 
new Australian federation, Worid Wars, economic depressions, feminist demands 
and developments in the scholarship of psychology all Impacted upon the 
government's decisions in complex and sometimes unexpected ways. Thus, the 
Queensland government's regulation of preschool childhood has developed over 
more than a century. During this period of time, the state has shifted from no 
direct provision for preschool education to the recent paper (Queensland 
Government, 2002a) discussing the implementation of a full time preparatory 
year of education (see Chapter seven). 
It would, of course, be simplistic to think that preschool age children were never 
regulated by the state in Queensland. On the contrary, through the multitude of 
mechanisms for regulating parents - partlculariy mothers - children have also 
been regulated. My point Is that these regulatory mechanisms have changed, as 
have the discourses of childhood, parenthood and education. The state has also 
shifted its terms of reference with respect to childhood and these shifts have 
' The Creche & Kindergarten Association provides a range of childcare services for children in 
Queensland. It is a non-government association but has regularly been bailed out of financial difficulty by 
the Queensland government. In Australia, the states have residual constitutional responsibility for education 
(see Chapter five). 
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enabled the production of a raft of knowledges and discourses that circulate and 
often collide within the operations of the governmental apparatuses. 
In understanding government 'In the broad sense of techniques and procedures 
for directing human behavior', Foucault (1997a: 81) was interested in the 
operations of government both of populations and of Individuals over themselves. 
The preschool year of education in Queensland is a nodal point that funnels 
many knowledges and discourses surrounding childhood, families and parenting, 
schools and education. These knowledges and discourses are constitutive of,, 
and constituted through, the multitude of institutional and organizational methods 
for managing and producing childhood in schools. Such methods of management 
also operate in ways that define possible childhoods, while simultaneously 
creating and encouraging desire for such childhoods within individual children, 
parents and teachers. This regulation of oneself, or technologies of the self Is 
briefly discussed further on in this chapter. 
Foucault thus suggested that governmentality operates on multiple levels In 
various complex, contingent and changeable ways. He emphasised the 
importance of encompassing the structural. Institutional and organisational 
means of political government as well as the means through which individuals 
governed themselves and others. Governmentality analyses operate with an 
understanding of the Importance of self-government, and of the Importance of the 
day-to-day mundane routines that govern private daily lives and subjectivities. As 
stated previously, however, this thesis emphasises the ways in which particular 
political (both government and non-government) structures and Institutions create 
the discourses and truth games of eariy childhood. How it is that young children, 
and the adults that work within these structures and institutions, govern 
themselves is quite another thesis. Rather, the study at hand is a study of 
conditions of possibility, of the emergence of particular ways of knowing about 
young children and their education, and the regimes of truth, knowledge and 
practice that are evident. 
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Contemporary governmentality 
...studies of governmentality are not sociologies of rule. They are 
studies of a particular 'stratum' of knowing and acting. Of the 
emergence of particular 'regimes of truth' concerning the conduct of 
conduct, ways of speaking truth, persons authorized to speak 
truths, ways of enacting truths and the costs of so doing...They are 
concerned, that is to say, with the conditions of possibility and 
Intelligibility for certain ways of seeking to act upon the conduct of 
others, or oneself, to achieve certain ends (Rose, 1999b: 19). 
There have been many Important studies inspired by Foucault's work on 
governmentallty, particulariy during the 1990s. The statement above from 
Nikolas Rose neatly encapsulates the general direction of such governmentallty 
studies, emphasising the point that although studies of governmentallty are 
studies of regulation that may focus on the state, they are not usually studies of 
rule per se. There are many texts, such as those by Miller (1987), Miller and 
Rose (1990), Rose and Miller (1992), Rose (1996a & b; 1999a & b), Burchell, 
Gordon and Miller (1991), Brown (1995 & 1998) and Dean (1994 & 1999) that 
have been central to the consideration, development and dispersal of the 
concepts surrounding governmentality. Although significant in and of themselves 
it would not be appropriate to discuss such an extensive and sometimes 
conflicting group of works at length here. Instead I have chosen to consider and 
discuss four of the most significant themes that thread through this body of work. 
These themes are also the most relevant for this thesis. They are; 1) liberalism 
and governmentallty, 2) relations of power, 3) regimes of truth, practice and 
thought, and 4) regulating selves and others. 
Although Foucault inspires the work I make use of and the themes throughout 
them, I take my cue here from Rose (1999b) who considers his work to have a 
'Foucaultian ethos'. Foucault was writing and teaching in France, the USA and 
various other countries during the particular political, social and economic 
moment of the Iate1960s, 1970s and early 1980s. So while maintaining its 
influence and credibility, his work also needs to be continuously developed and 
refined in order to retain its relevance to contemporary issues. It is well 
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established also, that Foucault did not Intend his work to be blindly reproduced or 
reapplied to this or that situation (see for example Foucault, 1991). 
Given the dominance of psychology, partlculariy developmental psychology, in 
the discourses of eariy childhood, the work of Nikolas Rose (1996a, b & c, 1999a 
& b) is most useful for the analysis in this thesis. Rose has made very effective 
use of the concepts provided through governmentality in his analysis of the 'psy' 
sciences and how they dominate definitions of normalcy and self. In this work 
Rose has not only critiqued the dominance of the 'psy' sciences, but also made 
them 'stutter' through revealing the ways they are both formulating and being 
formulated through the multitudinous discourses of self and self-regulation that 
circulate throughout societies. Thus, throughout the discussion that follows the 
work of Nikolas Rose remains central. 
Liberalism and governmentality 
I have already discussed Foucault's series of lectures and seminars surrounding 
security, territory and population (first given during 1977/1978), where he began 
his critical analysis of liberalism and introduced his notion of governmentality 
(Foucault, 1997a-g). It was during these lectures that Foucault began to link 
notions of individual behaviour with the exercise of sovereign power. In particular 
he was concerned with the emergence of a shifting 'reason of state' and the 
necessity then for shifting means of government (Foucault, 1997c: 68). Foucault 
(1997b: 74) resisted considering liberalism as a theory or Ideology, instead 
defining it 
...as a practice...a "way of doing things" oriented toward objectives 
and regulating itself by means of a sustained reflection. Liberalism 
is to be analyzed, then, as a principle and a method of rationalizing 
the exercise of government, a rationalization that obeys...the 
internal rule of maximum economy. 
There are at least two Important points to pull out of this quote. First, that 
liberalism Is a practice that requires sustained rationalisation and reflection and 
second, that the economy is central. In studies of governmentality, the first of 
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these points is particulariy important; for government, as Nikolas Rose (1999b: 
140) frames It, 'Is a work of thought'. 
Liberalism, neo-liberalism and advanced liberalism 
In what follows I will clarify the use of liberalism, neo-liberalism and advanced 
liberalism In this thesis. Liberalism is used here to denote the dominant mode of 
Enlightenment thought broadly associated with the freedom of individuals. 
Individual rights and rational, free choice within a minimal democratic 
government. Such thought is often associated with the philosophies of, for 
example, Locke, Mill and Bentham. Following Foucault, studies of 
governmentallty usually consider liberalism as a critical ethos of government In 
which the maintenance of Individual liberty is a necessary means to the ends of a 
liberal government (Hindess, 1993; Dean, 1999). Dean (1999: 48-55) discusses 
various aspects of liberalism from a governmentality perspective. He concludes 
(closely reflecting the Foucault quote above) that 'Liberal government...Is a 
manner of doing things that can be analysed as a principle and a method for the 
rationalization and review of the exercise of government' (Dean, 1999: 55). 
As with other discourses, discourses of liberalism are not static and fixed. The 
relationships between a government, the economy and the social that may be 
enabled through the political rationality of liberalism have become manifest in 
various guises; classical liberalism, welfare liberalism, social liberalism and neo-
liberalism, for example (Dean, 1999: 51). It Is the discourses of neo-liberalism 
that are most commonly referred to amongst the governmentality literature (e.g. 
Burchell, Gordon & Miller, 1991; Barry, Osborne & Rose, 1996; Dean & Hindess, 
1998; Lemke, 2001). Neo-liberalism functions to denote shifting political 
rationalities that make up the government of western, capitalist states towards 
the close of the 20'^ century and into the 21^' century. Neo-liberalism reasserts 
the centrallty of the economy and the market while recreating distance from 
social issues. This is particulariy evident in the context of the much-discussed 
shift from an interventionist 'welfare' state to the 'market' or 'contract' state (e.g. 
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Marginson, 1993 & 1997; Yeatman, 1994 & 2000; Rose, 1999b; Dean, 1999; 
Lemke, 2001). 
The reassertlon of the notion of 'steering from a distance' is central to the writings 
about neo-liberalism and governmentallty (Miller & Rose, 1990; Rose & Miller, 
1992; Rose, 1999b, 1993; Burchell, 1993). Steering from a distance is a phrase 
that may potentially disguise the vast array of governing, managing and 
regulating tactics and strategies that have been invented within neo-liberal 
states. It Is important to note, therefore, that steering from a distance does not 
mean no government, rather such an approach produces different government 
(Johnson, 1993). This view Is reiterated in much of the governmentality literature, 
for example in the work of Dean (1999) and Lemke (2001). 
There are three further points to make regarding neo-liberalism. First, Integral to 
neo-liberal governments has been the strengthening of links between the social 
and the economic, recreating formeriy social enterprises, such as schooling, into 
marketised economic enterprises. Second, there Is a heterogeneous range of 
neo-liberallsms. Third, neo-liberalism also sits in a contested political field along 
side, for example, new populist, neo-conservative (Dean, 1999) and theo-
conservatlve (Cruikshank, 1999) political rationalities. 
The Keating and Howard federal Australian governments can be used to briefly 
Illustrate these three points. As Prime Minister, Keating (Labor, 1992-1996) 
began the process of selling off public companies, such as the Commonwealth 
Bank. His government, while neo-liberal In its focus on markets and partial 
privatisation, maintained a level of concern for the social that is commonly 
associated with Labor governments. The current Howard government 
(conservative, 1996-) has further privatised public companies, such as the 
welfare services provided through Centrelink^ (for an analysis of the governing of 
~ Centrelink is the Australian federal government employment agency that also manages unemployment 
benefits. 
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the unemployed see Dean, 1995 & 1999). While the Keating government was 
determined to produce and encourage a marketised style of neo-liberal 
government, this approach has been taken significantly further by the Howard 
government, successfully 'Fragmenting the social into a multitude of markets' 
(Rose, 1999b: 146). Thus, both the Keating and Howard governments have been 
neo-liberal In ethos, but have differed in their mode of thinking about governing 
and the strategies and tactics utilised to manage the Australian state (for an 
analysis of the Keating/Howard years see Johnson, 2000). 
The importance of government as thought (Rose, 1999b) Is evident In the 
different forms of neo-liberalism produced within both the Keating and Howard 
governments, and the relations of these governments to neo-conservatism, 
populism, fear and uncertainty (Dean, 1999). The Keating government 
maintained its distance from neo-conservative and populist groups, advocating 
Instead for an embracing of difference and diversity. The Howard governments 
on the other hand, have several of the features of both neo-liberal and neo-
conservative government. Partlculariy evident is the combination of the neo-
liberal valorisation of markets and the neo-conservative emphasis upon the 
heterosexual marriage/family as the core of an effective and well-functioning 
society (Dean, 1999; Johnson, 2000). 
Neo-liberalism therefore, while not a homogenous mode of thought, generally 
...arguesfor privatisation, deregulation, free markets and 
increasing the role of the private sector [while] the state begins to 
play somewhat different roles in shaping and influencing the 
behaviour of its citizens, encouraging both new forms of self-
managing and self-regulating behaviour by individuals and relying 
on the disciplinary power of the market to influence citizen 
behaviour (Johnson, 2000: 100). 
Rose (1993 & 1999b), however, has discussed further shifts towards what he 
describes as advanced liberalism. Advanced liberalism, he argues, necessitates 
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the creation of free choosing Individuals, while inventing new modes of 
surveillance. Thus, Rose (1993: 295) suggests that advanced liberal government, 
...entails the adoption of a range of devices that seek to recreate 
the distance between the decisions of formal political institutions 
and other social actors, and to act upon these actors in new ways, 
through shaping and utilizing their freedom. 
An illustration of this point from education is the invention of school-based 
management. As will be discussed in more detail in Chapter six, the political 
rationalities of a neo-liberal minimal, distant government provided the conditions 
of possibility for the creation of the policy of school-based management. The 
devolution of responsibility contained within this approach has not generally been 
accompanied by devolution of authority. Instead, there has been Invention of a 
raft of technologies for managing and regulating schools from a distance, such as 
national policies for schooling and tightened funding arrangements (e.g. Whitty, 
Power & Halpin, 1998). 
However, the subtle difference in the political rationalities of neo-liberalism and 
advanced liberalism, for Rose at least, is the invention of new ways of governing 
of expertise. While through neo-liberal strategies such as school-based 
management, schools were (allegedly) given their 'freedom'; advanced liberalism 
produces tactics and strategies for the management of this 'freedom' of authority 
and expertise. In terms of school-based management there has been the 
adoption of tactics and strategies from accounting and financial sectors, such as 
benchmarks, performance indicators and standardised testing, which are then 
used to critically expose and manage expert practices (Rose, 1993). Thus, while 
Rose notes that advanced liberalism shares many of the tenets of liberalism and 
neo-liberalism, he also asserts that there is currently a rethinking of the 
relationship between expertise, society and economy as aspects of a shift 
towards advanced liberal states. 
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Perfomativity as a tactic of advanced liberal government 
Dean (1999:168) suggests that strategies associated with these shifting 
advanced liberal means of government may be considered 'technologies of 
performance'. In some educational circles shifts to relations of performatlvlty 
between schools and governments have been commented upon for some years 
(e.g. Lingard & Blackmore, 1997; Blackmore, 1999; Ball, 1998 & 1999; Ozga, 
2000). As Australian policy analysts Lingard and Blackmore (1997:1) have 
pointed out. In terms of education 'there has been a...policy shift to a stress upon 
indicators of performance'. Further they argue that this is part of a broader shift 
from education as a national and social good to education as a matter for and a 
reflection upon individuals (Lingard & Blackmore, 1997). This shift has taken neo-
liberal discourses of individual choice and reappropriated them within advanced 
liberal discourses of performatlvlty, lifelong learning and benchmarking. Across 
the spectrum of educational provision, from preschool through to university, 
performative regulations, measures and outcomes are reshaping, in various 
ways, formal educational processes. 
Stephen Ball (1998: 190) describes performative measures as a mode of terror 
through which educators must prove themselves calculable or disappear. He 
further asserts that 'performatlvlty plays a particular role In reorienting education, 
educational institutions and students to the competitive needs of the economy' 
(Ball, 1998: 189). Technologies of performance are thus strategies or tactics for 
the distant management of expertise, aimed towards linking previously social 
enterprises with the market and economy. In education these technologies of 
performance are usually associated with the measurement and reporting of 
whole schools and concurrent discourses of parental right to choose appropriate 
educational settings for their child. 
An example of performatlvlty in education is provided through the teacher 
'training' process for the implementation of the Preschool Curriculum Guidelines. 
All preschool teachers are required to demonstrate that they have successfully 
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taken part in training on the use of the Guidelines. The 'training' of teachers In 
the use of the document was assigned to various institutions (e.g. Queensland 
University of Technology and James Cook University). These institutions gained 
the training task through a tender process. It Is Interesting to note that being 
separate institutions, the program emphasis, resourcing and content varied 
between the courses. After this large initial round of state funded training, which 
also Included Preschool Education Advisors at the district level, preschool 
teachers now rely entirely upon a self-paced CD package, Internet resources and 
interactions with professional colleagues. Importantly, however, it Is the principal 
of the primary school in which the preschool is situated who measures the 
competency, or otherwise, of the preschool teacher's expertise in the use of the 
Guidelines. The principal then Informs Education Queensland of their opinion. 
These points, and the performative aspects of such processes, are discussed 
further in Chapter six. 
Liberalism, governmentality and feminism 
Most of the governmentallty literature discussing liberalism, neo-liberalism or 
advanced liberalism is gender blind. Lorna Weir (1996: 374) encapsulates this 
lack of gendered nuance in the governmentallty literature when she states that. 
The critique of liberal governance as a practice of unfreedom with 
respect to women Is as long as the history of liberalism, although to 
my knowledge the extensive feminist commentaries on liberal 
theory and governance have not yet come to the attention of 
governance theorists: a present absence. 
It Is necessary here to point out that there is a range and depth of feminist 
studies and critiques of liberalism (see for example the various perspectives of 
Pateman, 1985, 1988; MacKinnon, 1989; Franzway, Court & Connell, 1989; 
Yeatman, 1990 & 1994; O'Connor, Orloff & Shaver, 1999; Adkins, 2000). In 
marginalising such a body of work, studies of governmentality are marginalising a 
large and potentially useful area of research. 
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Two critiques of liberalism made by feminists are relevant to this thesis: first, the 
gendered consequences of the divide between public and private life produced 
through liberalism; and secondly, that liberalism is based In a particular version of 
masculinity. The first point is made quite cleariy in Carole Pateman's (1985 & 
1988) analyses and critiques of liberal theory. Pateman argues that the natural, 
civil, universal freedom espoused by liberal theorists could be translated to the 
public liberal democratic political contract. However, this freedom 'Is a masculine 
attribute and depends on patriarchal right' (Pateman, 1988: 2). The private, 
voluntary sphere Is thus rendered depoliticlsed and unimportant in liberal 
democratic thought. As has been widely argued by feminists, this private sphere 
has been the realm of women and children. 
When discussing manifestations of liberalism it Is Important to note that they are 
founded in a particular version of white, elite masculinity that has become the 
rational and commonsense norm. As MacKinnon (1989: 162) asserts in her well-
known radical feminist analysis, 'the liberal state coercively and authoritatively 
constitutes the social order in the interest of men as a gender - through its 
legitimating norms, forms, relation to society and substantive policies'. Again, 
this critique points towards the exclusion of women from the normative and public 
sphere of liberal societies. Both these points are important in this study of 
preschool In Queensland. The ways In which particular knowledges about 
childhood, child-rearing and motherhood become rational, dominant and 
commonsense is a heavily gendered story; as Is the emergence of eariy 
childhood education and its relationship to public and political constructions of 
motherhood and citizenship. Both these points are interwoven Into this thesis. 
I pointed out eariier that Rose (1999b) has suggested that government is an 
activity of thought. I would agree with this suggestion. I would like to assert, 
however, that thought, and therefore government, cannot be assumed to be 
neutral. I would also suggest that this is not by any means an original assertion 
on my part, given the two brief examples above and the vast depth of feminist 
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literatures on this topic. I would like to emphasise however, that the neglect of 
this literature and the insights it potentially provides is an oversight on the part of 
much of the governmentallty literature. If, as Foucault argued, liberal government 
is a 'way of doing things', it must be further acknowledged that things get done in 
(for example) gendered, raced, sexuallsed, agelst ways. As a thesis centrally 
concerned with the government of young children and the largely female group of 
teachers who educate them, I believe that taking into account feminist critiques of 
liberalism, neo-liberalism and advanced liberalism is a necessary aspect of this 
work. 
Thus, I am particulariy concerned with the lack of acknowledgement of the 
deeply masculinist modes of thought that form the rationalisation and review of 
liberal, neo-liberal and advanced liberal means of government. This thought 
valorises 'a partlculariy limited vision of the individual as an autonomous, rational, 
self-maximizing chooser' (Blackmore, 2000: 135). As Jenny Ozga (2000: 96) 
suggests, 
The Introduction of markets, and the associated significant changes 
in the steering mechanisms of the state, provided significant 
opportunities in theory to explore the relationship between different 
forms of governance and different incidences of Inequality. 
The opportunity to explore the many different and gendered forms of governing 
and the different and gendered incidences of inequality produced and reflected 
through these forms of governing has, to date, been significantly marginalised. 
To summarise, studies of governmentality generally follow Foucault's 
consideration of liberalism as a political rationality or mode of thought that links 
knowledge of economy, markets and citizens with particular technologies that 
aim to govern from a distance. Rose (1993 & 1999b) has most recently 
discussed a move towards advanced liberalism, in which neo-liberal trends are 
merged with new tactics for managing and regulating expertise. Most of this 
literature is gender blind and one aim of this thesis is to begin considering how 
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different political rationalities rely upon and produce potentially gendered tactics, 
strategies and effects of governance. 
Relations of power 
As has been discussed, Foucault's work on governmentallty was centrally 
concerned with the problematics of liberalism, and this has more recently been 
developed to include neo-liberalism and advanced liberalism. Lemke (2001:191) 
points out Foucault's linkage of 'governing ('gouverner') and modes of thought 
('mentalite')' - governmentality. This is a linkage Foucault utilised to indicate that 
studies of governing and the exercise of power are not possible without studies 
of the thought and knowledges that formed the foundations for the power 
relations. This tight linkage of power-knowledge is a central thematic of 
Foucault's work and Is the focus of both this section and the following section in 
which I discuss regimes of truth, practice and thought. 
Foucault (1982: 221) stated that 'the exercise of power consists in guiding the 
possibility of conduct and putting in order the possible outcome'. This statement 
points towards the complex understanding of power imbued throughout 
Foucault's work, and is particulariy evident in his work on governmentality. That 
Is, it raises the way in which power works on the one hand to guide and shape 
the conduct of Individuals, but on the other to manage the conditions of possibility 
In which those individuals operate. In this formulation, power is viewed as integral 
to the government of populations and individuals. However, the understanding of 
power in use here is not a deterministic one In which some hold more power than 
others and exercise it at will, and without resistance, to gain their desired ends. 
Rather, the understanding of power in play here is productive, networked and 
operating within relations of freedom. As such power is understood in terms of a 
series of flows, networks and circularities that are spread throughout social 
relations. This understanding signals a significant shift from top-down theories of 
power, such as Marxist views, in which power is held by particular groups and/or 
individuals and exerted upon less powerful groups and individuals. 
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It is also essential to consider how these power relationships exist In relation to 
freedom, however minute that freedom may be. Foucault argues on several 
occasions that where there is power there is also the potential for resistance (e.g. 
1977; 1978; 2000/1979; 1982). An Individual's freedom to resist the exertion of 
power, within a regulated field of possibilities, is central to this weblike 
understanding of power. This does not mean, however, that power is equally 
distributed throughout society. Rather, Foucault's emphasis is upon the relational 
nature of power. In this understanding there are a multitude of relations of power 
in human societies, and these power relations operate in mobile ways that can^ 
be transformed and modified. In such power relationships, power and freedom 
are not mutually exclusive, but rather mutually constitutive. As Colin Gordon 
(2000: xxvlli) succinctly phrases it, 'the notion of government encapsulated the 
key insight that power, understood as a form of action on the actions of others, 
only works where there Is some freedom'. 
In liberal nation states the relations between power and freedom are important 
because they are the relationships that enable the government - In the broadest 
sense of the word - of the population and of individual subjects. Foucault 
discussed the ways In which governments of liberal national states, such as 
those In Australia, produce a multitude of policies, procedures, practices and 
tactics that simultaneously Individualise and totalise. Or as Foucault (1982: 213) 
puts it, 'never...has there been such a tricky combination in the same political 
structures of individualization techniques and of totalization procedures'. For 
example, preschool children are generally considered a totality in policies and 
procedures of the state, but these policies and procedures simultaneously 
demand that individual children (and the adults in their lives) behave in particular 
ways at particular times. 
Governmentality and power 
Rose (1996b: 152) maintains that 'we should...examine the ways in 
which...Ideals of the self are bound up with a profoundly ambiguous set of 
relations between human subjects and political power'. Foucault's reformulation 
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of power enables such an examination to take place. Asking a series of 
questions about how dominant knowledges and discourses shape government, 
how governments may shape particular conditions of possibility and how these 
conditions shape the conduct of conduct of organisations, groups and individuals 
relies on an understanding of power that Is flexible enough to take into account 
the complex - and ambiguous - relationships between them. 
The 'governmentalising' of the state means that power needs to be understood 
as networks Infusing the lives of citizens and the organisations within which thj^y 
operate. This enables not only an insight Into the ways in which the state 
operates, but also into the multitude of ways in which mundane, everyday 
knowledges, routines and acts function to govern our existence. As pointed out 
previously, such an understanding of power is premised upon subjects who are 
willing and able to live within a regulated freedom. Or as Rose (1999b: 4) 
suggests, 'To govern humans is not to crush their capacity to act, but to 
acknowledge It and to utilize it for one's own objectives'. 
Power thus operates through relationships whereby there is action upon others, 
or upon oneself. This action, however, functions within an uneven field of 
regulated possibilities. For studies of governmentality, Foucault's reframing of 
power is fundamental to enabling the 'mobile mechanisms of contemporary 
political power' to be analysed (Rose & Miller, 1992: 174) since it negates the 
more dominant monolithic versions of power and the operations of the state. 
Miller (1987: 209) pointed out that governmentallty was the term Foucault used to 
'describe the various techniques and rationalities by which states addressed 
themselves to the maintenance and improvement of the condition of their 
citizens'. At this most fundamental level, gender needs to enter the debate 
regarding power relations. For if power relations, as they have been discussed 
here, are at the core of practices of government, so too are the gendered, 
classed and raced inflections of relations of power. 
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Feminist discussions and debates of Foucault and power 
Harstock (1990), a trenchant critic of poststructuralism, argues strongly against 
Foucault's considerations of power. She considers his theory of power 
depressing, nihilistic and fundamentally masculine, offering no analytic of use for 
a feminist theorising of power. Sawicki (1994) suggests, however, that this 
wholesale rejection of Foucault is largely pointless and closes down the 
opportunities and potential for analysis that may be opened up through the 
questions Foucault asked. 
Debates surrounding Foucault, power and the usefulness of his work for 
feminism are numerous, and I do not Intend to outline these here (see for 
example the collections of Diamond & Quinby; 1988; Nicholson, 1990; Luke & 
Gore, 1992; Ramazanoglu, 1993). Suffice to say that following other feminists 
such as McNay (1992), Butler (1993) and Gatens (1996), I would agree with 
SawikI (1994) in suggesting that Foucault's formulation of power, while certainly 
gender blind, does have much to offer. In the context of this thesis, the 
operations of government, taken In its broadest sense, enable a consideration of 
the ways In which the lives of preschool teachers (almost all of whom are women 
in Queensland) and preschool children are managed and organised - usually In 
heavily gendered ways. Through an analytics of governmentality, the links that 
operate between various knowledges within the state, such as what constitutes a 
family and what is good parenting, can be teased out and discussed. 
As I have already suggested, issues of gender have been marginalised in many 
studies of governmentality. Given decades of feminist theorising, particulariy in 
terms of power and the state, marginalising the gendered nature of power, of the 
state and its operations seems a little perverse. For example. Rose (1999a: 125) 
points out that increased levels of surveillance of working class families has 
'arisen from an alignment between the aspirations of the professionals, the 
political concerns of the authorities, and the social anxieties of the powerful'. 
That the professionals who have access to political and professional authority 
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and are able to have their social anxieties heard are dominated by men Is not 
considered in any detail. 
However, the regulating voices of the elite and authorities are not always those of 
dominant masculinities. Questions also need to asked, particulariy in eariy 
childhood education, about the ongoing role of elite women and the impact of 
class, race, sexuality on their management, regulation and normalisation of other 
groups of women and children. Steedman (1985) and Walkerdine (1992) have 
both argued that the model of a good teacher of young children is not necessarily 
that of the good middle class mother, but the 'paid servant of the aristocracy, who 
Is always there to service the children' (Walkerdine, 1992: 21). 
Feminists of colour (e.g. hooks, 1981; Spivak, 1987) have effectively critiqued the 
ethnocentrism of much feminist research done by white, western women. Thus, 
there is a need for gendered governmentality analyses that are not a simple 
issue of essentiallsed women and men. Rather the more nuanced 
understandings of relations of gender and power that have been raised through 
critiques of white, western feminism need to be taken up in studies of 
governmentality. Again, the subtle, and not-so-subtle, differences in forms of 
governance that are produced through gendered, raced and classed 
relationships of power between women and men, and different groups of women 
and men, requires far greater attention in the governmentallty literature. 
Power relations, to tie this section together, are understood from Foucault's 
perspective as productive and networked. Further, Foucault suggests that while 
the state and institutions certainly exercise particular relations of power, these 
are by no means the only relations of power in societies. In studies of 
governmentality, the relations of power and freedom are also important, as 
subjects govern themselves and others within a regulated field of possibilities. 
Again, governmentality literature is mostly blind to the gendered implications of 
these understandings of power and freedom. 
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Regimes of truth, practice and ttiought 
...the rational exercise of power tends to make the fullest use of 
knowledges capable of the maximum Instrumental efficacy 
(Gordon, 2000: xix). 
Studies of governmentality are essentially practical. As Dean (1999:18) states, 
'to analyse mentalities of government is to analyse thought made practical and 
technical'. Studies of governmentallty are thus concerned with the ways in which 
particular knowledges at particular moments become established within circuits 
of power, forming regimes of truth, practice and thought. They consider how 
subjects come to be produced as thinkable and manageable, or how It Is that 
conduct Is conducted. In the previous section I discussed the functioning of 
power relations in managing subjectivities, however, these power relations also 
operate In particular frameworks. That is, power relations require a multitude of 
'intellectual technologies' (Rose, 1999b: 27) that render subjectivities available 
and amenable to management. These intellectual technologies are reliant on 
languages, knowledges and discourses that come to form regimes of truth, 
practice and thought (Dean, 1999). The following addresses the Ideas of regimes 
of truth, practice and thought and how they act as the ambiguous points at which 
the desires of political government and the desires of both organisations and 
Individuals mesh, merge and collide. 
The ways In which expert knowledges both produce and are produced through 
language, knowledge and expertise are also addressed in this section. For 
example. Bell (1993) talks of childhood being 'deployed' in the outcomes of 
various legal decisions in the UK. The notion of childhood being 'deployed' 
seems appropriate here, deployment implying a spreading out of Ideas and 
knowledges about childhood to enable a particular action to take place or legal 
decision to be made. Thus, it encapsulates the way in which childhood as both a 
concept and a social category is used, misused and abused in the day-to-day 
governance of the social subjectivities of both adults and children. It also 
encapsulates the heterogeneity of discourses that fuse and clash in the 
government of subjects. To shift back to education, the knowledges and 
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languages of eugenics, charity, law, developmental psychology and sociology, 
for example, have all been deployed at different times with a variety of effects in 
the discourses of eariy childhood and preschool education. 
The foundation of this discussion returns to Foucault, his work on discourses and 
power-knowledge relationships (e.g. 1972; 1977; 1978; 1982) forming the basis 
for understanding the functioning of regimes of truth, practice and thought in 
governmentallty. One of Foucault's most well known statements regarding 
discourses is that they are 'practices that systematically form the objects of which 
they speak' (1972: 49). It is In this eariier archaeological work that Foucault 
begins to interrogate the conditions of possibility for particular thoughts, speech, 
actions and ways of being. His questions are ones of who has the authority to 
speak, in what contexts and in what ways. This way of thinking about discourse 
shifts from a strictly linguistic focus to a broader idea of social interchange, where 
discourse is both mediating and mediated by power-knowledge relations. 
Discourses are also more than that which is spoken. They are made up of such 
factors as the physical, architectural and spatial contexts (e.g. Foucault, 1980: 
146). Bentham's panopticon which Foucault considers in some detail in 
Discipline and Punish (1977) is his most famous example of the way In which 
architecture and space, in forming the physical environment, also formed the 
regimes of normality that were prevalent in that space. The prison space based 
in the architecture of the panopticon is both productive of, and produced through, 
the disciplining regimes that occur within the prison. 
There are at least two other Important points to make regarding Foucault's 
formulation of discourses. First, he insisted that there is a multiplicity of 
discourses that operate within and across institutions (Foucault, 1978). The 
example of developmental psychology is relevant here as multiple discursive 
versions of 'the developmental child' are transposed into childcare centres, law 
courts and medical institutions to support and validate the functioning of that 
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institution. Not only have there been multiple versions of developmental 
discourses circulating, these discourses have also been functioning in concert 
with a range of other discourses of eariy childhood sitting in various degrees of 
conflict (see Chapter three). 
Second, Foucault emphasised the importance of silences, marginallsations and 
exclusions. Thus, 'silence itself...[is] an element that functions alongside the 
things said...There is not one but many silences, and they are an Integral part of 
the strategies that underiie and permeate discourses' (Foucault, 1978:27). 
Silences and marginallsations, whether they be about gender, childhood, class, 
race or religion also have effects in the worid. For example. In eariy childhood 
education the critiques of Developmentally Appropriate Practice generally reflect 
the multiple exclusions and silences of the document, particulariy in terms of 
gender (e.g. Yelland, 1998; Fleer, 1998a; Hauser& Jipson, 1998; MacNaughton, 
1997 & 2000; Cannella, 1999) (see Chapter three). On the other hand, 
Developmentally Appropriate Practice depends upon these silences, 
marginallsations and exclusions for the maintenance of its dominance. 
One of Foucault's concerns with discourses was focused upon their function as a 
means of disciplining, regulating and normalising subjectivities. He pointed out 
that 'the success of disciplinary power derives...from the use of simple 
instruments; hierarchical observation, normalizing judgements'(Foucault, 1977: 
179). The links between knowledge and power relations, functioning within the 
governmentalisation of the state, develop into regulatory ideals, or regimes of 
truth, practice and thought, on which these normalising judgements and 
observations may be made. Studies of governmentality consider the ways these 
regimes organise human life; the means, techniques and assessments made and 
the valuing (or otherwise) of particular images and knowledges on which they are 
based (Rose, 1996a & b). 
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Language and knowledge 
Miller and Rose (1990) further develop Foucault's ideas of 'political rationalities' 
and 'technologies of government' as ways of considering governmentality. The 
emphases in their eariy governmentality paper are upon notions of steering from 
a distance, self-regulatory subjects, and the programmatic and discursive 
character of governmentallty. Throughout, however, the pivotal role of language 
Is highlighted. For example, they point out that governmentality, 
...draws attention to the fundamental role that knowledges play In 
rendering aspects of existence thinkable and calculable, and 
amenable to deliberated and planful Initiatives: a complex 
intellectual labour Involving not only the Invention of new forms of 
thought, but also the invention of novel procedures of 
documentation, computation and evaluation (Miller & Rose, 1990: 
3, original emphasis). 
Following Foucault, I would argue that there is a need to acknowledge that this 
emphasis upon language and its part in the processes of delimiting the 
interventions of governmentality also depends on the exclusionary processes 
and practices of language. While the question of how language operates in the 
forming of conditions of possibility and techniques of governance is important, it 
is also important to question how language operates in the forming of conditions 
of /mpossibility. Thus, while language 'provides a mechanism for rendering reality 
amenable to certain kinds of action' (Miller & Rose, 1990: 7), it needs to be made 
explicit that language also renders reality amenable to inaction, exclusion and 
silence. 
Developmental psychology is one powerful knowledge in eariy childhood 
education that has produced a language of inclusion, exclusion and 
normalisation. Rose (1999a) pays particular attention to childhood in his 
discussion of how subjects have been made up via the 'psy' sciences, noting the 
relationships and networks formed between expert psychological knowledge and 
language, and the technologies of government created for managing the 
'psychologised' child. For example, he points out that. 
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...since Worid War II psychologists have increasingly provided the 
vocabularies with which the troubles of children have been 
described, the expertise for diagnosing and categorizing such 
children, the languages within which the tasks of mothers and 
fathers have been adumbrated, and the professionals to operate 
the technology of childhood regulation (Rose, 1999a: 133). 
Johnson (1993:142) reiterates this point when he states that, 'bearers 
of...knowledges/disciplines, the experts, became crucial in the development and 
maintenance of...governing capacity'. He further points out that the role of 
expertise and the Institutionalisatlon of this expertise Is central to the creation of 
the modern state. For instance, the development of particular knowledges and 
expertise about the health and role of the family were mutually constitutive of 
new professionals (e.g. social workers) and new organisations of government 
(e.g. welfare agencies). Thus, new regimes of truth about families emerged in 
conjunction with new knowledges and new power relations; and new regimes of 
truth, practice and thought (see for example Donzelot's 1978 study of families). 
Rose (1999a: xxli & 1999b: 9) refers to the discourses of expertise that are 
central to the ways In which the knowledges of the state make people up as 
subjects, as 'veridical discourses'. These discourses of truth are vital to liberal 
democratic modes of government. In the context of this thesis, the best example 
of a veridical discourse is that of developmental psychology. Throughout the 20'^ 
and Into the 21^' century, this discourse has served as the rational, expert 
knowledge upon which the governable space of eariy childhood has been 
constructed and the governable eariy childhood subject created. This 
construction of governable spaces and subjects has included a myriad of 
techniques of government to which eariy childhood is subject. For example, 
discourses of 'good' mothering, school readiness, laws regulating childcare 
centres, laws surrounding the acceptance of testimony from young children In 
court and eariy childhood curricula. More recently, a particular version of 
poststructural feminism may be viewed as becoming a veridical discourse of 
early childhood education (McLeod, 2001a; see also Chapter three). This 
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discourse brings with it new regimes of truth, practice and thought that attempt to 
regulate gender In particular ways, for both adults and children in eariy childhood 
settings. 
It is via the networks surrounding power, freedom, language and knowledge that 
particular understandings of the worid come to count as truths and operate as 
'veridical discourses'. These networks also function to define who has the 
authority to speak truths and to act upon those truths through institutionalising 
the practices that both manage and produce subjects. Although these truths ace 
central to the ways that subjects are rendered thinkable and knowable, as Dean 
(1999: 32, original emphasis) points out, 'regimes of government do not 
determine forms of subjectivity'. For as was pointed out In the previous section, 
power is understood as functioning In relation to freedom, albeit a regulated 
freedom. 
Regulating spaces 
Ast)riefly noted eariier, the creation and organisation of spaces and places is an 
integral aspect of the discursive production of regimes of truth, practice and 
thought. Dean (1999: 30) points out the importance of 'fields of visibility' in 
practices of government. Fields of visibility are created through the use of many 
techniques - for example, maps, plans, charts, checklists and graphs. 
Architectural spaces are also important in the signification of power relations and 
regimes of practice. While Bentham's Panoptican is a famous example of this, 
schools, shops, doctor's surgeries, hospitals and lecture theatres are all designed 
within and productive of power relations and regimes of truth, thought and 
practice. 
The importance of spaces and places is also addressed by Rose (1999b: 33) 
who suggests that the definition of boundaries which then enables that within 
them to be made visible, is part of the process of collecting information to be 
used In the Invention of strategies of government. In eariy childhood education, 
tactics and techniques of visibility are fundamental to the mundane, everyday 
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governing of young children. Collecting observations, or kid watching. Is a core 
task for eariy childhood teachers, for example standardised developmental 
checklists create a visible mapping of the child's progress along physical, 
emotional, cognitive and social developmental paths. The creation of play 
spaces, for example the 'block area', 'wet area' or 'home corner' also functions to 
make children visible. The mapping out of these spaces serves to define the 
boundaries of each play activity, enabling the teacher to access a quick visible 
assessment of what Is taking place in the classroom, who is playing where and 
with what. Tactics of visibility are increasingly being attached to teachers' work 
and expertise also, as the state simultaneously seeks to govern from a distance 
while regulating daily practices. 
Regulating gender 
The notions of 'regulatory ideals', regimes of truth or the disciplining of bodies 
have been a point at which many feminists have taken up the work of Foucault, 
In a variety of contexts (e.g. Butler, 1993; Luke & Gore, 1992; MacNaughton, 
2000; Walkerdine, 1999). Butler (1993) uses the notion of regulatory ideals as a 
basis on which she builds her theorising of gender and performativlties. Gender, 
for Butler 'is the matrix through which all willing first becomes possible, its 
enabling cultural condition' (1993: 7). In contrast to many In eariy childhood 
education who make use of a 'poststructural feminist' notion of regulatory ideals 
of gender, Butler Insists that gendering is 'not a question of taking on a mask' 
(1993: 7 original emphasis). Rather it is to suggest that gendered subjectivities 
are produced through a regulatory and gendered matrix of relations. Thus, Butler 
is concerned, in part, with the conditions of possibility for gender, and the 
regulatory matrices that are produced through those conditions. 
Regulating selves and otiiers 
To some degree, the emphasis of this thesis is upon governing the conduct of 
others (the state of teachers, teachers of parents and children) rather than the 
conduct of oneself. However, a significant theme of Foucault's development of 
governmentality was the notion of self-regulation. For example, many eariy 
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childhood educators find the importance of self-regulation as a happy, playful, 
maternal, caring figure to be strong. For children in preschool classes, a 
fundamental aspect of successful preschool education Is the development of 
particular modes of self-regulation into the 'right' schooling subjectivity, that is, 
becoming a child who can 'do' school. Thus, this is an Important aspect of 
governmentality requiring some attention here. 
Foucault referred to governmentality as Implying the 'relationship of the self to the 
self (1997d: 300). This relationship, sometimes referred to as the knowing selfpr 
the ethical subject was the focus of both volumes two and three of his History of 
Sexuality series, along with various collections of interviews and lectures 
(Foucault, 1981, 1984, 1997a-g). He regularly made use of the phrase 
'technologies of self as a means for considering the ways in which individuals 
manage, transform, conduct or modify themselves In order to reach 'a certain 
state of perfection, happiness, purity, supernatural power' (Foucault, 1997e: 177). 
In this work Foucault was beginning to consider the need to analyse not only 
technologies of discipline and government, but also technologies of the self. This 
is Foucaulf s recognition that technologies of government, while important, are 
only one aspect of the governing of people and societies. Indeed, Foucault 
(1997f: 225) stated that the 'encounter between the technologies of domination of 
others and those of the self I call "governmentality"'. 
Thus, governmentality is more complex, at least In Foucaulf s formulation, than a 
study of the operations of a political state. Much of Foucault's musings about 
taking care of the self centred on ancient Greek and Roman writings, teachings 
and philosophies. For example, In Self Writing (1997g) Foucault considered the 
role of reflective writing about oneself in the government of self in early Greco-
Roman culture and his seminar Technologies of the Se//"(1997f) considered 
Greco-Roman and Christian methods of self-care. He does, however, make the 
point that in contemporary societies as subjects constitute themselves they do so 
not through Individually created Inventions, but through models that are found. 
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appropriated, proposed, or even Imposed within society, culture, amongst peers 
or families (Foucault, 1997f). This is the point at which technologies of the self, or 
care of the self, become fundamental to analyses of governmentallty. It Is the 
point at which subjects take part in the cultural and social 'truth games' of that 
particular society, organisation or institution that the broadest sense of 
governmentality comes into the equation. 
Becoming 'entrepreneurial selves' 
Foucault was writing about the ethics and care of the self towards the end of his 
life, and this has been a key point at which authors in the governmentality 
literature have developed Foucaulf s work (e.g. Dean, 1999; Cruikshank, 1999). 
Rose, in particular has built significantly upon this theme (Rose, 1996a & b, 
1999a & b, 2000). In the afterword to the second edition of Governing the Soul, 
Rose (1999b: 264) points out that, 
...the well-being of all...has increasingly come to be seen as a 
consequence of the responsible self-government of each, the 
demands of freedom have become even more closely intertwined 
with the government of subjectivity. 
The notions of self-government, self-regulation, the responsibilisation of the self, 
or the entrepreneurial self form a continuous theme throughout Rose's work. For 
Rose (1999a), it is not so much that this notion of self governance Is new, rather 
he is interested in how this governance is regulated, how the 'modes of 
subjectiflcation' in which subjects operate are changing in advanced liberal 
states. 
The central idea Rose (1996b & c, 1999b) develops in this shifting context of 
government Is that of 'enterprising individuals'. The enterprising individual, 
otherwise known as the entrepreneurial self or responslbillsed self, is closely 
linked Into the increasing 'economisation' of the social. Within this the 
enterprising individual is a rational, autonomous and responsible chooser. That 
Is, in advanced liberal strategies of government, the individual becomes a 
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maximlser of the self. Rose (1996b: 166) suggests that citizens in advanced 
liberal states are now to be, 
...governed through the choices that we will ourselves make, under 
the guidance of cultural and cognitive authorities, in the space of 
regulated freedom in our Individual search for happiness, self-
esteem, and self-actualization, for the fulfilment of our autonomous 
selves. 
As this entrepreneurial self is Increasingly linked to markets, economies and life 
choices, advanced liberal states (remembering that such a notion retains many 
aspects of neo-liberalism and liberalism) are inventing new tactics for governing 
from a distance. 
Technologies of gendered selves 
Miller (1987: 209) has said that 'programmes were formulated at the level of the 
state, but they also touched the depths of the individual'. Again, this is a point at 
which the theorising of governmentallty has been disappointing in terms of 
gender. It is very important that there be much clearer recognition that the 
individual who Is being regulated to the depths of their soul is a gendered, raced, 
classed subject. While I would agree that the responsiblised, entrepreneurial 
subject Is certainly evident in many ways in contemporary western societies, I 
feel that little attention has been paid to the gendered nuances of this 
responsiblised Individual. 
As feminists Adkins and Lury (1999) argue, the performance of workplace self-
Identity has deeply gendered nuances. The central point made by Adkins and 
Lury is that organisational structures are implicated in the development and 
practices of identities, including entrepreneurial identities. Further, they suggest 
that this Implication is gendered in particular ways, whereby women's workplace 
Identities and performances are often naturalised. While the workplace examples 
Adkins and Lury present are not from education, there are gendered parallels for 
teachers in eariy childhood settings; and of course, eariy childhood educational 
sites are workplaces for women. The gendered identity and performance of good 
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early childhood teachers remains significantly tied to naturalised discourses of 
the good maternal figure. Thus, smiles, nurturance, a playful happiness, 
resourcefulness and willingness to undertake repetitious, mundane tasks are all 
expected and required. This is, of course, a workplace identity that many women 
may be neither willing nor able to perform (Walkerdine, 1992). Furthermore, that 
men are rare in eariy childhood education, and those who are there may be 
constantly defending their masculinity, sexuality and workplace position is also 
Indicative of the incontrovertible influence of gender, and indeed sexuality, in 
settings where the care and education of young children Is at Issue. Although- v 
this briefly scrapes the surface of such complicated issues, it serves to Indicate, 
once again, the significance of the gender gap In governmentality studies. 
Elspeth Probyn (1993:170) writes that, 
Reading hooks and other feminists of colour as well as lesbian 
theorists reminds me forcefully of the limits of a previous feminist 
use of experience as unproblematic; experience as a transparent 
rallying call to all women regardless of our very long histories of 
difference. 
In a similar way, reading many of the recent developments of governmentallty 
forcefully remind me of the limits of this work. The 'entrepreneurial self Is a 
deeply masculine being, despite explicit links at particular times to potentially 
feminised images of community and welfare (Rose, 2000). Whilst I agree that 
there is a particular ethos of 'entrepreneurial selfhood' or 'responsiblised self 
being promoted in many current advanced liberal agendas, I do not believe that 
this 'self can be considered without also taking into account the multiplicity of 
influences that intersect throughout lives and selves. That is, simply stating that 
governing is achieved via technologies for managing the self and others is not 
enough, it must also be acknowledged that different modes or techniques of 
government have different effects in different times and places for different 
groups of people. 
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Making a governmentality analysis: methodological 
considerations 
I began this chapter by discussing Foucaulf s original lectures and seminars on 
governmentality. I then traced the development of four dominant themes In the 
more recent governmentality literature: liberalism, power relations, regimes of 
truth, practice and thought, and regulating selves and others. The final section of 
this chapter makes some methodological points regarding a genealogical 
approach to governmentallty analyses. Rose (1999b) and Dean (1999), two of 
the central governmentality authors, resist organising or classifying a standard 
methodological approach to governmentality studies. Rose (1999b: 9) goes so 
far as to point out the 'splendidly varied' work that Is produced within the broad 
frame of governmentallty. Regardless of this ambiguity in the literature, it is 
necessary in this context to discuss how the analysis In this thesis is being made. 
Genealogy as methodology 
Genealogy is gray, meticulous, and patiently documentary. It operates on a 
field of entangled and confused parchments, on documents that have been 
scratched over and recopied many times (Foucault, 1998b: 369). 
A genealogy of preschool education in Queensland government schools Indeed 
requires the analysis of a 'field of entangled and confused parchments'. 
Approaching a history of state-based preschool education In Queensland from a 
genealogical perspective also requires placing its emergence In 1972 upon 
multiple layers of such parchment. The entanglement, confusion and complexity 
of the range of historical sites from which eariy childhood education emerged -
Including psychology, motherhood, citizenship, feminism, education and 
sociology - are daunting. 
However, a clarification of this potentially daunting methodological haziness may 
be found in Foucaulf s short piece called Foucault, written under the pseudonym 
Maurice Florence for the Dictionnaire des Philosophes sometime in the eariy 
1980s (Foucault, 1998a). This paper describes three methodological principles, 
which, put in simple terms, are based around: a) maintaining a scepticism of 
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universals, b) studying the discourses and regimes that form the conditions of 
possibility in which subjects are made up and c) studying the practices and 
rationalities that make up these discursive conditions of possibility and the ways 
they function both to produce and to govern human experiences. 
These three core methodological moves then require a study of power relations 
as they are produced and maintained within these discursive regimes and 
conditions of possibility. For Foucault this, 
.. .is a matter not of examining "power" with regard to its origin, its 
principles or its legitimate limits, but of studying the methods and 
techniques used in different Institutional contexts to act upon the 
behavior of individuals taken separately or In a group, so as to 
shape, direct, modify their way of conducting themselves... 
(Foucault, 1998a: 463). 
Such an examination is, I suggest, the very core of govermentality analyses. This 
methodological outline, however, requires a little fleshing out. 
Maintaining a scepticism of universals 
Undertaking a genealogical analysis requires a great deal of mistrust towards 
truths, particulariy those deemed universal. In the context of eariy childhood 
education the dominance of language such as 'natural', 'Inherenf or 
'spontaneous' has aroused just such mistrust in me. I find myself drawn to the 
point made by Dreyfus and Rabinow (1983: 108) that genealogy requires 
attention to, 
...lowly origins, catty fights, minor crudeness, ceaseless and nasty clashing 
of wills. The story of history Is one of accidents, dispersion, chance events, 
lies - not the lofty development of Truth or the concrete embodiment of 
Freedom. 
In maintaining my scepticism of universals throughout this thesis, I pay attention 
to accidents, to contingencies, to clashes of will, crudity and lies. To do this is, in 
part, to attempt to maintain some distance, that is, to view a big picture, rather 
than investigate minute detail. This genealogical approach to history requires that 
the researcher study 'what is closest, but in an abrupt dispossession so as to 
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seize It at a distance' (Foucault, 1998b: 382). This is a 'diagnostic' distance 
(Rose, 1999b), rather than a historical attempt at objectivity. To fit such a puzzle 
together also requires, as Foucault points out in the quote that began this 
section, patient attention to documentary detail. The following section discusses 
how it is genealogy might focus this patient attention. 
Discourses and regimes of truth 
Both discourses and regimes of truth have been discussed eariier in this chapter. 
On a methodological level, however, studying discourses and regimes of truth 
entails the study of conditions of possibility In which subjects become Imaginable 
and unimaginable. To do this I search for themes; dominant themes that reflect 
dominant discourses, but also marginal and silenced themes that reflect non-
dominant ideas and interests. Tracing the paths, the twists, the erasures, re-
emergences and appropriations of discourses is a central concern of this 
genealogy of preschool education In Queensland government schools. 
Such discursive themes are considered in the context of a range of regimes of 
truth that are produced both through and within a range of documents 
surrounding the provision of preschool education In Queensland government 
schools. Discursive themes do not simply appear out of nowhere; rather they are 
more usually a rearticulation of existing ideas that maybe the reassertlon of a 
'truth' or commonsense. They may also be, however, the reassertlon of 
discourses mixed in with spaces of innovation and Imagination. The identification 
of discursive themes and regimes of truth in this thesis begins with the field of 
early childhood education. However, the search soon spreads beyond to 
consider also the impact of such broader discourses as politics, motherhood, 
citizenship, globalisation or postmodernity. 
In this study it is through documentation that I seek discourses and regimes of 
truth and the conditions of possibility they provide. After the discursive basis for 
eariy childhood education is laid down In chapters three and four, I address the 
particularities of preschool education in Queensland government schools. Here I 
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take three central preschool texts that represent each of the three moments in 
time addressed In chapters five, six and seven. Around these texts I then build up 
a discursive picture of the moment In which they emerged. Within this picture 
regimes of truth are identified, along with the contingencies and accidents that 
contributed to the production of these discursive 'truths'. To complete each 
chapter I then turn to the preschool practices and political rationalities the 
discursive moment enabled and/or constrained. 
Given the multiplicity of discursive themes that may be traced In such a study,-my 
thematic choices are cleariy normative. The themes I follow up are based around 
my desire to make explicit links between feminism, politics, constructions of 
childhood and eariy childhood education. These choices are based, in part, in a 
desire to denaturalise the role I have played as an eariy childhood teacher in 
Queensland, unpacking the thoughts and Ideas that produced me as a 'good' 
eariy childhood teacher who produced 'good' school children. 
Practices and political rationalities 
Again, practices and political rationalities have been discussed eariier in this 
chapter, and here I aim to clarify what It is I do with these ideas. As Rose (1999b) 
emphasises, government Is about thought. How preschool education In 
Queensland government schools is thought about; that is, the political 
rationalities that produce preschool also produce particular practices that govern, 
manage and regulate preschool experiences for children, parents and teachers. 
Here Foucaulf s point of seizing what is close from a distance becomes central. 
Viewing the daily regimes of practice that dominate eariy childhood education 
(that which Is close) from a diagnostic distance enables a quite different 
perspective to be thrown across the picture. Practices widely held to be 
commonsense, natural, inherent and normal - such as play - can be reframed as 
practices invented to produce and govern particular preschool subjectivities in 
both adults and children. 
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Genealogy and governmentality 
Genealogy and governmentallty fit together very neatly, a point that is 
unsurprising given that Foucault was working with both ideas at the time of his 
death. The final methodological point to be made here concerns the intersection 
of the above Ideas and the way In which they enable the production of particular 
modes, tactics and strategies that serve to govern subjectivities. One of the 
common aims of governmentality studies is to create spaces in which current 
power relations and regimes of truth and practice may be studied and critiqued. 
To this end. Rose (1999b: 20) asserts that studies of governmentality are 'partly 
a matter of introducing a critical attitude towards those things that are given to 
our present experience as If they were timeless, natural, unquestionable'. 
My central aim in this thesis Is to make preschool education in Queensland 
government schools problematic, opening It up as a field of possibility In which 
what is taken for granted in current practice is not viewed as natural, necessary 
or normal. Instead, I view preschool education as a particular collision and a 
particular conglomeration of specific ways of thinking about young children and 
their education. The relations of power surrounding this thought and the regimes 
of truth and practice that have been enabled through such thought can then be 
diagnosed, discussed and - hopefully - such a discussion may contribute to a 
rethinking of the capabilities of preschool childhood and the purposes of 
preschool education. 
Some limitations of genealogy and governmentality 
It was Foucault's eariier work that attracted most criticism, criticism he largely 
addressed through his later work on genealogy and governmentality. Feminists 
have been among Foucualf s most severe critics, taking him to task for his 
gender blind approach to analysis (e.g. Harstock, 1990). While I find many useful 
resonances in governmentality analyses, I have throughout this chapter 
attempted to point out the ease with which much governmentality work elides the 
point that subjectivities are deeply gendered. The modes of thought that produce 
practices of government are inevitably based in thought of a range of signiflers of 
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identity - gender, race, class, age, ability, and religion. McLeod (2002) makes a 
similar suggestion In her discussion of friendships amongst teenagers and the 
gendered ways in which affect, self and relationships Intersect. 
Another critique that may be directed towards this thesis and governmentality 
studies more generally, is the dependence on documentary evidence. While this 
may be considered a limitation In that documents are not 'transparent 
representations of organizational routines' (Atkinson & Coffey, 1997: 47), 
documents do nevertheless represent particular constructs of organisational ., 
practices. This is partlculariy so In the case of curriculum style documents that 
serve as frameworks for managing classroom activity. Thus, while I include no 
interview or observation data in this thesis, I make use of a range of documents 
that serve as organisational representations of the political rationalities at work in 
the government of preschool education In Queensland. 
Conclusion 
To bring this chapter to a conclusion, I suggest that governmentality is one way 
of pulling together several of Foucaulf s key Ideas. It is premised upon a 
particular understanding of power and upon particular ways of thinking about 
relationships between power, knowledge, thought and government. 
Governmentality also takes up notions of regulatory conditions of possibility and 
discourses linking them with understandings of power and the material effects of 
these relationships in the mundane, everyday lives of citizens. Rose's (1996b: 
152) description of governmentallty as a 'portmanteau notion to encompass the 
multiple strategies, tactics, calculation, and reflections' that operate to govern 
individuals, groups and organisations is illuminating. A portmanteau notion being 
one of multiple compartments that encompasses a range of ideas certainly 
seems to be apt in the case of government. Dean (1999: 31) also refers to 
governmentality as a hybrid term - again apt It seems, since while studies of 
governmentality seem to have a familiar focus and ethos, they certainly are not a 
stable body of works. 
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Foucaulf s understanding of governmentality forms a link between several of his 
other useful ideas. Of particular interest here are the ways in which regimes of 
truth, networks of power-knowledge relations and discourses circulate in the 
processes of governmentallty; that Is, the circuits of interactions, inventions and 
interpretations of discourses that produce the conditions of possibility in which 
subjects are able to govern both others and themselves within a regulated 
freedom (Rose, 1999b). Engaging with these concepts provides a significant 
point at which the many moments. Interventions, programs and actions of 
governmentality may be rendered visible and open to discussion or critique. •. 
Throughout this chapter I have argued that the ways in which the modes or 
techniques of government produce effects for individual subjects are undoubtedly 
gendered as well as raced, classed and sexuallsed. Thus, while 1 accept the 
basis of the governmentallty studies in proposing that the conduct of subjects Is 
'conducted', via various modes, techniques and forms of regulation, I would 
suggest that this is not enough. Stopping short of analysing the effects of various 
forms of governance for different groups and individuals, limits the potential value 
and use of such studies for opening up spaces of critical thought However, the 
analytics of governmentality do afford a sound base on which to build this 
feminist study of the ways in which preschool childhood Is governed. My thesis, 
therefore, is presented in the spirit of governmentality but at the same time I 
refuse to Ignore the gendered ways In which childhood, and eariy childhood 
'teacherhood' are produced. 
To briefly recapitulate; the analysis I make In this thesis has two layers. First, I 
locate discourses of preschool in wider discursive frameworks. That is, I ask how 
has preschool been produced and what are the conditions of possibility that have 
enabled preschool to be produced as a more or less regulated field of truth and 
practice at a particular time? Secondly, 1 analyse the tactics and strategies 
invented for regulating, managing and guiding the human field of action and 
possibility within preschools in Queensland. That is, within the regimes of truth. 
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practice and thought about preschool, how are preschool children and teachers 
made up as subjects? The two chapters that comprise the following section 
address the first of these layers of analysis, and are thus concerned with 
discourses of eariy childhood education and the emergence of play as a central 
feature of these discourses. 
54 
//. PRODUCING EARL Y CHILHDOOD 
EDUCATION 
Regimes of thought: discourses of early 
childhood education 
The central contention here is that at any historical moment 
childhood will be constructed around a complex interplay of 
competing social, economic and political priorities. This is not 
Intended to negate the primary significance of biological relations, 
but to shift the focus from notions of naturalistic determinism to an 
analysis of the conceptual relativity of childhood within history 
(Goldson, 1997:4). 
As Goldson emphasises above, childhood is cut through with competing social, 
economic and political discourses. Such discourses also function in concert with 
specific discourses of childhood, education and teacherhood to form regimes of 
truth, practice and thought that then function to govern the education of young 
children. In order to explore such government, this chapter traces some dominant 
themes within current eariy childhood practice. In focusing upon the expertise 
and knowledge that have contributed to the practical government of preschool 
childhood and education, I am asking how It is that eariy childhood has been 
imagined. Further, I consider who has been doing the imagining, in what contexts 
and with what potential effects. The purpose of this chapter, therefore. Is to 
provide substance to the claim that childhood Is a social, historical, political and 
institutional construction, while also pointing out some of the significant 
discourses of childhood impacting upon the regulation of eariy childhood 
education. 
Childhood is a relational concept (Burman, 1994; Buckingham, 2000). That is, 
childhood is defined in relation to adulthood, usually on adult terms. The various 
ways in which teachers In eariy childhood education have been constructed have 
a significant relation to constructions of childhood. The discursive construction of 
the (usually female) adult in eariy childhood education as teacher, mother, carer, 
health worker, nurse or facilitator also functions to position children in relation to 
these discourses. Thus, In the following discussion of the dominant discourses of 
early childhood education, the role and relationship of both adult and child are 
considered. 
Political rationalities of childhood 
Foucault (1982) referred to discourses that have material and governmental 
effects In the worid as 'political rationalities'. Here I provide a broad stroke 
overview of some of the dominant political rationalities of childhood. While I will 
not be delving into the intricate histories of eariy childhood education in this 
chapter, I do aim to Indicate how constructions of childhood are bound up In a 
web of social, cultural, political and economic factors. To restrict this task to 
manageable proportions, I have divided this chapter Into four sections, notably, 
paternal epistemologies, developmental psychology and developmentally 
appropriate practice, reconceptualising eariy childhood curriculum, and sociology 
of childhood. The discourses of childhood discussed in this chapter have 
discernable, concrete effects in the lives of individual children and the kinds of 
education and care they experience. 
The first section, paternal epistemologies, focuses upon constructions of 
motherhood, childhood and teacherhood that are usually produced by men. 
Paternal epistemologies address the degree of exclusion of women from 
positions of authority and power In terms of constructions of childhood over the 
last century. To some degree this is an exclusion that continues, as new ideas 
and theories of childhood are often colonised by men, while women are relegated 
as handmaidens to follow the male lead. Thus, within this section I consider the 
dominance of these masculine discourses and various ways in which women In 
eariy childhood education have taken them up. 
Two of the other sections - developmental psychology and developmentally 
appropriate practice, and the reconceptualising eariy childhood curriculum 
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movement - currently dominate the discursive terrain of eariy childhood 
education In Australia. Developmental psychology is a bastion of rational, 
scientific masculinity and almost universally It is women and the children in their 
care who are made subject to the normalising decree of developmental 
psychology. The central constructions of eariy childhood created through 
developmental psychology are deeply and stubbornly embedded in current 
regimes of eariy childhood practice. The major challenge from within early 
childhood education to the continued dominance of developmental psychology is 
the reconceptualising early childhood curriculum movement This challenge is-the 
focus of the third section of the chapter. While the largely US reconceptualising 
movement has yet to make serious inroads In terms of impacting upon eariy 
childhood pedagogies. It Is Important to address and maintain the scholarship 
produced as an alternative dialogue to developmental psychology. 
In the fourth and final section, I concentrate on the sociology of childhood, where 
childhood is considered from a sociological perspective rather than an 
educational or pedagogical perspective. While this section steps briefly away 
from the emphasis on eariy childhood, I maintain the inclusion of this body of 
research is important In the future development of early childhood education. The 
sociology of childhood emphasises childhood as a structural and institutional 
concept, with individual children being considered competent and deeply social 
beings. Thus, this perspective is at variance with psychological perspectives (and 
indeed some of the reconceptualising perspectives) in which the 
decontextuallsed individual Is central to understandings of childhood. The four 
sections of this chapter and the studies of childhood within them produce 
different discourses of childhood, with different material implications in the lives 
of children, their families and their education. 
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Paternal epistemologies: producing the good mother/teacher 
Through the language of the father, we fabricate the sentences of 
the future (Brabazon, 2002: 173). 
The International eariy childhood education scene is dominated by a long list of 
men, many of them Romantics or psychologists, for example: Pestalozzi, Locke, 
Rousseau, Froebel, Freud, G. Stanley Hall, Plaget, Erickson, Kohlberg, Spodek, 
Bowlby and Elklnd. More recently, Melaguzzi In Reggio Emilia has had a huge 
impact and Inspires a strong following from some eariy childhood educators. A 
history of dominant theories of eariy childhood is largely a history of women's 
exclusion from the production of dominant discourses of eariy childhood 
education. Instead women worked within, through and sometimes against the 
definitions produced by men of their 'place' as mother or teacher. It is a history, 
therefore, of women gaining an intimate working knowledge of the founding 
fathers (Luke & Gore, 1992). 
It is very Important to emphasise, however, that women have been the mainstay 
of eariy childhood education not only through making operational the knowledge 
produced by men, but also through the active construction of their own Ideas and 
knowledge. Thus, while men dominate mainstream histories of eariy childhood 
education, there are increasing numbers of herstories emerging. For instance, 
Carolyn Steedman's (1990) consideration of the life and work of Margaret 
McMillan in London between 1890 -1930, Petra Munro's (1998) discussion of the 
work of Agnes Adams in the US between 1924 -1965 or Sue Grieshaber's (1992) 
overview of the work of Mary Agnew in Queensland around the turn of the 20'^ 
century. 
Women in eariy childhood education were women of their times, some of them 
feminist some of them not. But all of them functioned within, and sometimes 
resisted, the dominant discourses produced by men. The women who made 
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early childhood education their life's work were not a simple homogenous bunch 
of middle class, educated spinsters. Thus, In this section of the chapter I consider 
three issues: dominant constructions of the good mother/teacher, rational and 
scientific discourses, and finally, through beginning to disrupt the dominance of 
'good' and 'pleasant, the exclusions, marginalisatlons and silences these 
constructions and discourses have produced. 
The mother/teacher with 'a lovely, womanly disposition' 
Steedman (1985: 149) points out that it was Froebel who first emphasised that 
the eariy childhood teacher should operate as 'the mother made conscious'. 
Froebel (1782-1852) (see Chapter four for more detail regarding his impact on 
early childhood education. Including his gifts and occupations) emphasised the 
training of young women for their place in the eariy education of children. He 
asserted that 
The age from seventeen to twenty odd years seems best for this 
training. More Important than school education, however, is the 
giriish love of childhood, an ability to occupy herself with children, 
as well as a serene and joyful view of life in general. There ought 
also to be a love of play and occupation, a love and capacity for 
singing. It goes without saying that purity of Intentions and a lovely, 
womanly disposition are essential prerequisites (in Wiebe, 1896: 
43). 
The training Froebel provided was undertaken for six months, 12 hours a day. 
The routine consisted of an eariy rise with daily religious services and 
progression through a rigorous programme for understanding and using the 
Froebelian gifts (Wiebe, 1896). For Froebel, eariy childhood education was not a 
means of simply replacing motherhood. As May (1997: 56) points out, in 
Froebel's kindergartens young women training as teachers 'were not to replace 
the mother...but to complement the work of the mother of young children'. Thus, 
the training could be seen as serving dual purposes, first to educate women 
regarding the rearing and education of their young, and secondly to produce a 
bridge between schooling and the home. 
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steedman (1985) develops the links between conceptions of 'good' middle class 
motherhood and the 'good' teaching of (often working class) young children as 
espoused by 'the fathers' such as Froebel. Her point, that redefinitions of the 
family, motherhood and therefore childhood were linked into wider social 
changes In the 19"^  century, is a point not often made in eariy childhood 
education (exceptions include Hultqvlst & Dahlberg, 2001; Bloch & Popkewitz, 
2000). The work of Thorne (1987) also supports this idea. Thorne argues that 
during the 19"^  century and the eariy 20"^  century the increasing domesticity of 
motherhood, the Increasing divide between public and private life, and the tight, 
linking of children with women meant that childhood was also redefined. Part of 
this redefinition Involved raising the emotional value of children, particulariy for 
mothers. It also Involved (mostly) male experts expounding upon childhood's 
natural and universal state of development and the absolute and natural 
necessity for 'good' mothers in this process (Thorne, 1987; see also Popkewitz & 
Bloch, 2001). 
The link between motherhood and young children remains as a Gordian Knot of 
early childhood education. Most eariy childhood education texts have chapters 
dealing with the necessity for partnerships with parents, and this is also 
fundamental to the construction of Queensland's Preschool Curriculum 
Guidelines (see Chapter six for further discussion of this point). The introduction 
of preschool in Queensland government schools was never intended to be a 
means of replacing the revered role of mothers. Indeed, the necessity of 
voluntary contributions from mothers to the ongoing operation of preschools was 
not just assumed, but written into the initial teacher handbooks for Queensland's 
preschool teachers (Department of Education, c1978). This discursive production 
of the mother and her natural, vital role In the education and care of her young Is 
also reflected in the federal Child Care Act 1972. Contemporary with the 
introduction of preschool in Queensland government schools, the Child Care Act 
1972 actually legislated that families be counseled if their children were in care 
for too long, too young (Brennan, 1986). Thus, there was a multilateral 
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government response in Australia to feminist demands, strong in the 1960s and 
1970s, for quality childcare and/or preschool education that enabled all women to 
work outside the home if they wanted or needed to. This response, however, was 
a very limited provision constrained by the (all male) governments' dominant 
regimes of motherhood. 
It Is regularly deemed Important that the good mother/teacher must love each 
Individual child In their care and be permanently at their service (Walkerdine, 
1992; National ChildCare Accreditation Council [NCAC], 2001). Such love 
requires a deep knowledge of each child built through constant observation and 
reflection. The production of such strong, pervasive and enduring images and 
discourses of the good mother/teacher creates an untenable workplace for many 
In eariy childhood education (Walkerdine, 1992). Teachers of young children are 
required to be constantly happy, joyous and playful (NCAC, 2001; Moyles, 1989). 
These teachers are also encouraged to undertake high levels of self-regulation to 
ensure they are meeting the needs of all children, and Increasingly all parents, all 
of the time. Eariy childhood education remains an emotionally demanding 
workplace where the Froebelian image of the good and womanly mother/teacher 
serenely gliding through her day with a large group of young children dominates. 
For example, the NCAC, which accredits childcare centres (most of which have 
preschools) across Australia, begins with the childcare centre undertaking a 'self 
study'. The self-study Involves each staff member reporting on their practice in 
response to 52 principles; the director of the centre then rates each principle and 
provides comment. A reviewer then visits the centre to again rate and comment 
on each principle for each staff member (NCAC, 2001). The emotional toll of this 
discursive production of mother/teacher, however, is largely anecdotal, and to my 
knowledge there has been little in the way of systematic analysis of this aspect of 
an eariy childhood teacher's professional life. 
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Eariy childhood teachers regulariy have their skills and knowledges attributed to 
natural mothering instinct. This link between nature and the work of the eariy 
childhood mother/teacher is a difficult and contradictory site. It needs to be 
acknowledged that many women in eariy childhood education take pride and 
pleasure in their work and identity as teacher/mother. Also, when eariy childhood 
education was emerging at the turn of the 20'^ century, it provided many women 
with a life and identity option other than marriage and mother/wifehood 
(MacKinnon, 1997). However, others have attempted to refuse this discourse, 
pointing out their years of university education and the need for eariy childhood 
teachers to be recognised as professionals. For these women, the naturalisation 
of their work undermines their professionalism. 
Such an undermining can be manifest in very material ways, for example recently 
In New Zealand discourses of the natural place and work of women in eariy 
childhood education were used by some organisations to argue against their 
claims for equal pay (Duncan, 1996). There is a governmentality link to be made 
here between the workplace performance of the mother/teacher and the 
naturalisation of this performance for women. As Adkins and Lury (1999) argue, 
a naturalisation of gendered workplace performances, such as the 
mother/teacher, impacts upon the economic reward such a performance may 
receive In the workplace. Their point, that the entrepreneurial self is not universal, 
seems to be supported by the example of the New Zealand eariy childhood 
teachers in Duncan's (1996) study mentioned above. 
Rational and scientific discourses 
Discourses reflective of Froebel's 'mother made conscious' began to shift 
towards the end of the 19*^  century. It is evident, however, that the tight linkage 
between motherhood, childhood and eariy childhood education did not 
disappear. Rather, the natural mother unconscious within every woman was 
becoming subjected to the rational and scientific gaze of psychology. Bloch 
(1987) suggests that the explicit linkage of eariy childhood practice with scientific 
rational discourses began between the wars, during the 1920s and 1930s. 
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Further, she suggests that this alignment with developmental psychology was an 
attempt on the part of women working In eariy childhood education to be viewed 
(and to view themselves) as professionals. Development psychology, therefore, 
was considered by some as a legitimating discourse. 
This seems a justifiable suggestion, given the dominance of psychology in the 
fields that surrounded the management of humans, including health and welfare 
(Rose, 1999a). In order to argue the case for eariy childhood education the many 
women who worked and advocated In this field would certainly have had to maKe 
use of the dominant (and masculine) discourses of psychology. However, I would 
suggest the connection needs to be taken much further back, to around 1880. 
This would position the link at least with the emergence of the child study 
movement. This new discourse, coupled with an increase of well-educated 
middle class ladies, enabled many to take up the legitimate and respectable 
career option created in the emerging field of eariy childhood education. 
To complicate this further, it was (in part) the equation of scientific rationality with 
masculinity that ensured women were largely excluded from laying the 
foundations for psychological studies of childhood around the turn of the 20'^ 
century (Burman, 1994). In the late 19*^  century, previously uninterested men 
began to take an interest in the biological specimens their wives harboured in the 
nursery. Indeed, as Burman (1994: 12) states, 'the equation between science 
and masculinity was so strong, and research practice so 'virile', as to be able to 
counter the supposedly feminising tendencies that proximity to children 
produces'. Burman (1994) suggests that women's perceived emotional, 
subjective and therefore quite irrational relationship with infants was seen to 
prevent them from making the rational, objective and scientific observations and 
assessments required (although Dr Maria Montessori is an obvious exception 
here). Such systematic and institutionalised exclusion of women from the 
scientific enterprise, and its accompanying discourses of power and rationality, 
ensured they would remain 'daughters to the masters' (Luke & Gore, 1992: 198). 
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As an aside to the increasing masculine and scientific interest In the creation of 
the 'developing child' during the late 19"^  century. It is interesting to note that 
during the 1830s and 1840s Froebel was considered a slightly mad old man for 
his interest In, and study of, the education of young children (Wiebe, 1896). 
During the first half of the 19* century Froebel had been ridiculed by (mostly 
male) audiences at his lectures on the need to train women to care for young 
children (Wiebe, 1896; May, 1997). This derision was seemingly based In a mix 
of the dominant masculine disdain at the idea of women requiring an education 
and derision of Froebel's personal Interest, as a man. In the care and education 
of young children. 
Which women? Disrupting the dominance of 'nice' 
The serenely happy women created In the paternal discourses of eariy childhood 
education are, in the words of Valerie Walkerdine (1992), 'impossible fictions'. 
Women, however, were integral to the dispersal and enforcement of these 
paternal discourses. The dominance of rational discourses is not a simple matter 
of the masculine dominating the feminine. As Foucault has suggested, power 
relations are far more complex than such top-down conceptualisations. In the 
context of eariy childhood education it is important to take note of the various 
power relations amongst different groups of women, as well as amongst women 
and men. For this analysis of the governing of eariy childhood education a simple 
and essentialised category of woman cannot hold. For Instance, in Australia at 
the turn of the 20*^  century rural women. Aboriginal women and urban poor and 
working-class women led very different lives, not only from each other, but also 
from the educated middle-class women who formed the majority of teachers. 
Further, the view of the central role of the mother/teacher was not just espoused 
by men. Most women working within eariy childhood education through the turn 
of the 20"^ century not only reiterated the natural place of mothers In the lives of 
young children, they were making these statements from positions of relative 
middle class, educated privilege and authority (Taylor Allen, 1982; MacKinnon, 
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1997; Hilton & HIrsch, 2000). The discourse of good motherhood thus provided 
an effective means of government of all women, and middle and upper class 
women were to govern each other as well as women of the working classes and 
their children. 
Dr Maria Montessori was a significant figure in eariy childhood education, 
particulariy during the 1910s and 1920s. She was also a single mother, a fact 
which was well hidden during her life both for religious (she was a Roman 
Catholic) and professional reasons (Cunningham, 2000; May, 1997). Montessori 
was the first Italian woman to graduate with a medical degree and her discourses 
of childhood were based in her scientific research. Nonetheless, she relied on an 
image of a beautiful and loving mother figure as an essential foundation for her 
educational theories. This figure was produced through the scientific discourses 
of psychoanalysis, with an Oedipal narrative, rather than the Romantic naturalism 
of Froebel. Here I quote Montessori (1946: 87) at length. 
The teacher, as part of the environment, must herself be attractive, 
preferably young and beautiful, charmingly dressed, scented with 
cleanliness, happy and graciously dignified. This Is the ideal, and 
cannot always be perfectly reached, but the teacher who presents 
herself to the children should remember that they are great people, 
to whom she owes understanding and respect. She should study 
her movements, making them as gentle and graceful as possible, 
that the child may unconsciously pay her the compliment of thinking 
her as beautiful as his mother, who Is naturally his ideal of beauty. 
Cleariy, therefore, some groups of women were also governing other groups of 
women. Interestingly, the text from which this quote is taken was written by 
Montessori in India where she had been called In to introduce her 'Montessori 
Method'. Her text is a rather bizarre discursive mix of Christianity, liberal idealism 
and psychoanalysis of both teacher and child. Her role in the colonisation of India 
and the potential governing of the lives and education of young Indian children is 
a moment worthy of study In its own right. 
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My point here, however, is that as a significant producer of discourses of eariy 
childhood education in the 20'^ century, Montessori was a very conservative 
woman. Her work based as it was in both Christian and scientific discourses, 
governed many other women, and children, in highly regulated ways. She was 
well known for refusing to negotiate on the use of her methods, apparatus and 
training for teachers. This is a point that leads some to believe that her 
dogmatism contributed to her 'downfall' or at least to her relative marglnallsatlon 
In eariy childhood education (May, 1997; Cunningham, 2000). 
Alison MacKinnon (1997), in her history of women and education during the 20* 
century, argues that women took up the dominant masculine discourses of 
motherhood around the turn and Into the first half of the 20* century in different 
ways from those suggested by men. MacKinnon (1997:39) suggests that 
'Feminists underiined the Importance of motherhood, linking it with women's 
superior moral judgement. This position was widely advocated by different 
groups of women for different purposes. For instance, some feminists used this 
morality discourse, in the context of the population 'crisis' of the 1890s and 
1910s, as a resistance to masculine debates against contraception. That Is, they 
argued, in social Darwinist terms, that the limiting of families to a small number of 
well cared for and morally fit children was preferable to a large number of 
unwanted, uncared for children who might then be an imposition on the nation. 
Christian women also made use of discourses of women's superior morality, but 
for different purposes such as arguing for the place of women In the home as 
mother and helpmate (MacKinnon, 1997). 
Paternal epistemologies have functioned, therefore, to regulate and govern the 
lives of young children and the women who care for them. These discourses 
have been intimately bound up In regimes of truth regarding motherhood, 
citizenship and nation building. However, middle-class women were fundamental 
to the dispersal of these discourses and regimes, including the regulation and 
governing of the lives of 'other' groups of women and their children. The story of 
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early childhood education is not, therefore, a simple process of women being 
dominated through rational, scientific and masculine discourses. Rather it has 
been, and continues to be, a site of struggle, resistance and complicity-
particulariy amongst different groups of women. 
This section raised issues regarding the dominant masculine knowledges of eariy 
childhood education and the gendered ways in which they function to regulate 
eariy childhood educational practices. The next section considers the dominant 
knowledge of eariy childhood, developmental psychology, which, despite an •, 
ongoing feminist resistance, remains the dominant framework in which childhood 
is considered. Government policy, childcare centres, mothering magazines and 
children's toys all make use of developmental psychology in framing up how they 
talk about childhood. The next section of this chapter considers this ultimate 
'master' theory of childhood - developmental psychology. 
Developmental psychology and developmentally appropriate 
practice 
As already alluded to, the research domain of developmental psychology grew 
out of the child-study movement founded at the turn of the 20* century. It makes 
extensive use of biologically based (and therefore widely considered natural and 
universal) discourses of development. The scientific aims of developmental 
psychology grew. In part, from a desire to authoritatively rationalise and control 
unruly poverty-stricken and working class children - to clean them up, teach 
them (middle class) morals and Christian values (Stalnton-Rogers & Stainton-
Rogers, 1992; Chung & Walsh, 2000). Developmental psychology is regulariy 
cited as an exemplar of the modernist. Enlightenment project (e.g. Walkerdine, 
1984; Burman, 1994; Morss, 1996; Cannella, 1997; Stainton-Rogers & Stalnton-
Rogers, 1992). In developmental psychology the deeply complex processes of 
'growing up' are simplified, rationalised and laid across a grid of normalcy (and 
therefore also of abnormality and deviance). As Rose (1999a) has argued, this 
understanding of childhood could be considered the most significant force In the 
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regulation of childhood throughout the 20* century. I would also suggest that this 
significance continues Into the 21^* century. 
It Is undisputed that developmental psychology has had, and continues to have, 
a significant stranglehold over the discursive production of eariy childhood 
education. The significance of this is reflected in the 'Green Bible' for eariy 
childhood educators, that is, Developmentally Appropriate Practice in Early 
Childhood Programs Serving Children From Birth Through Age 8 (Bredekamp, 
1987; see also the 2"^ edition, Bredekamp & Copple, 1997). This book, 
Developmentally Appropriate Practice, a kind of pedagogical and curricular 
incarnation of developmental psychology, was published through the National 
Association for the Education of Young Children (NAEYC) in the USA. It very 
quickly became the basis of eariy childhood pedagogy and curricula across the 
USA, Australia and many other western nations. Despite widespread critique of, 
for example, its monocultural and masculine basis, Developmentally Appropriate 
Practice (DAP) continues to spread across the globe. In Australia, DAP Is 
Institutionalised through eariy childhood teacher/carer education courses at 
Technical And Further Education institutions and Universities. It is also the basis 
for much of the standards and policy produced by the National ChildCare 
Accreditation Council, and Is evident in eariy childhood education curriculum 
produced at the state level across Australia. 
My Interest here is not with a detailed historical overview of developmental 
psychology and Its natural, biological and teleological understandings of 
development; such overviews are readily available elsewhere (see for example 
Walkerdine, 1984; Burman, 1994; Stainton-Rogers & Stainton-Rogers, 1992; 
Cannella, 1997). Instead, I wish to point out its stony resistance to critique, from 
within both psychology and eariy childhood education. I also wish to consider the 
continuing influence of developmental psychology upon eariy childhood 
education and the ways in which children are constructed and regulated within 
such developmental discourses. 
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Resistance to critique 
Regardless of the significance of developmental psychology In many eariy 
childhood educational practices, the latter remain largely unresponsive to critique 
of the former (Mayall, 1996; Danby, 1998; Dahlberg, et al., 1999). It is only 
relatively recently that critiques within eariy childhood education of DAP have 
begun to 'talk to' critiques of developmental psychology. Eariier critiques of 
developmental psychology came from within psychology itself. For example, 
close to a decade before the reconceptualising eariy childhood curriculum 
movement with its call for alternatives to DAP, Walkerdine (1984:154) said th^t, 
.. .developmental psychology is premised on a set of claims to truth 
which are historically specific, and which are not the only or 
necessary way to understand children...I seek to establish that 
those practices, such as particular pedagogies and forms of 
schooling, are not mere applications of a scientific apparatus, but 
should be understood as centrally and strategically implicated in the 
possibility of a developmental psychology Itself. 
She then proceeded to expand upon this, critiquing the ways in which 
developmental psychology; In particular the work of Piaget became the regime of 
truth in early education. This entailed placing developmental psychology within 
Its historical context, thus looking back over around a century of interspersed 
knowledges and conditions which have enabled the discourses of developmental 
psychology to become embedded within contemporary eariy childhood 
education. 
Walkerdine also made links between developmental psychology and child-
centred pedagogy, along with other highly regarded eariy childhood educational 
practices such as child observation, play and the valorising of the Individual child. 
In making such arguments Walkerdine preempted and precipitated a huge 
literature devoted to critiquing developmental psychology and DAP in the eariy 
childhood education academe (e.g. Kessler, 1991; Kessler & Swadener, 1992; 
Fleer, 1995; Tobin, 1997; Cannella, 1997; Lubeck, 1998; Jipson, 1998; Dahlberg 
et al., 1999). Indeed, the book in which this Walkerdine chapter is found, 
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'Changing the Subject', is now considered a foundational text in the quest for a 
critical psychology of development. 
Thus, critiques of developmental psychology and Its stubbornly embedded 
position as the discursive cornerstone of eariy childhood education are not new. 
Widely cited and more recent critiques of developmental psychology from within 
psychology include Important work by Burman (e.g. 1994, 2000) and the 
partlculariy scathing work by Morss (e.g. 1991, 1996). Researchers such as 
Walkerdine, Morss and Burman, through their engagement with the ideas of •. 
individual 'father' theorists such as Marx, Freud and Foucault, argue for a critical 
psychology of development. For Burman and Walkerdine, engagement with 
ideas from beyond psychology also means engagement with feminist theories, in 
particular with poststructural work. 
Influence in early childhood education 
As stated previously, within many parts of eariy childhood education there is a 
seemingly blind indifference to critiques of developmentalism (Dahlberg et al., 
1999). Eariy childhood education policy and curricula (particulariy those for 
children before compulsory school age) stubbornly continue to be based within 
DAP, for example, recent policy from the UK (DfEE, 1999), from South Australia 
(DETE, 1999) and the Preschool Curriculum Guidelines in Queensland. This use 
of developmental psychology within eariy childhood education has. In most 
Instances, become disconnected from its origins and. In particular, the political 
and social contexts in which scientific notions of childhood became dominant 
(Danby, 1998). Thus, although many of the valorised pedagogical practices of 
early childhood education have rather questionable foundations, for example 
play, child-centeredness and observation, they continue to dominate practice. 
Through DAP, there has been a pulling together of at least four discursive 
threads of developmental psychology, the physical, intellectual, emotional and 
social (the 'PIES'). These four areas of developmental psychology are typically 
integrated in eariy childhood education via the singular, as DAP, despite the 
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separate and quite diverse histories and debates that have followed the progress 
of each of the areas of development. DAP Is concerned with the age of the child 
and the corresponding developmental stage along with the child's individual 
'quirks' that set it apart from others. Notable here is the 'nature' versus 'nurture' 
implication, an historical hangover from discourses of Social Darwinism 
(Stalnton-Rogers & Stainton-Rogers, 1992). It Is worth quoting at length the 
definition of developmental appropriateness provided In the DAP text. 
The concept of developmental appropriateness has two 
dimensions: age appropriateness and individual appropriateness. 
1. Age appropriateness. Human development research Indicates 
that there are universal, predictable sequences of growth and 
change that occur in children during the first 9 years of life. These 
predictable changes occur in all domains of development -
physical, emotional, social, and cognitive. Knowledge of typical 
development of children within the age span served by the program 
provides a framework from which teachers prepare the learning 
environment and plan appropriate experiences. 
2. Individual appropriateness. Each child is a unique person with 
an Individual pattern and timing of growth, as well as Individual 
personality, learning style, and family background. Both the 
curriculum and adults' interactions with children should be 
responsive to individual differences. Learning in young children Is 
the result of Interaction between the child's thoughts and 
experiences with materials, ideas, and people. These experiences 
should match the child's developing abilities, while also challenging 
the child's Interest and understanding (Bredekamp, 1987: 2, original 
emphasis). 
Not only is such a definition an exemplary modernist metanarratlve, it is also an 
example of the developmental paradox, that is, of the unique individual child who 
develops In universal and predicable ways (Mayall, 1996). 
Within DAP; the theory of 'how 4 and 5 year olds learn' is based in a large part 
on the work of Piaget. His stages of cognitive development (those relevant for 
early childhood are the sensorimotor and preoperational stages) presuppose a 
lesser being on a one-way ticket to a rational, middle class, male adulthood in a 
democratic society (Stainton-Rogers & Stainton-Rogers, 1992; Bennett, Wood & 
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Rogers, 1997). From Piaget comes the constructivist slant, where children are 
considered intrinsically motivated to actively construct meaning from first-hand 
experiences (Bennett et al., 1997). This theory is also a significant link Into the 
importance of play in eariy childhood as 'active learning, first-hand experience 
and Intrinsic motivation...are usually evident in children's play' (Bennett et al., 
1997: 11). 
Worthy of further note is the lament from Australian eariy childhood researcher 
Gerald Ashby (1972: 9; the same year he became Director of the new preschool 
programme In Queensland government schools) that there is a 'wholesale 
acceptance of the work of Jean Piaget as a basis for understanding the child. It Is 
not that Piaget is unimportant but only that uncritical acceptance of his work Is a 
danger'. This astute comment was made in the context of not only the significant 
level of complexities that surround eariy childhood educational provision in 
Australia, but also the heavy reliance of early childhood educators and 
researchers upon research and definition of eariy childhood practice that 
emerges from the USA. 
The production of this neatly laid out definition of the way to practise In eariy 
childhood education, as provided through the framework of DAP and DIP 
(Developmentally Inappropriate Practice) has drawn a barrage of criticism (e.g. In 
the USA Kessler, 1991; Kessler & Swadener, 1992; Cannella, 1997; Tobin, 1997; 
Lubeck, 1998; Jipson & Hauser, 1998; In Australia Fleer, 1995; Danby, 1998; in 
the UK and Europe Anning, 1991; Dahlberg et al., 1999). The 'Green Bible' was 
reworked and re-released in 1997 (Bredekamp & Copple, 1997), attempting to 
take social factors such as culture, gender, class and ability into account. 
However, it maintains its basis in developmental psychology and at its core is the 
individual, but universal, developing child (Lubeck, 1998). 
The more recent influence of the work of Lev Vygotsky is in evidence in the 
second edition of Developmentally Appropriate Practice (Bredekamp & Copple, 
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1997). Vygotsky's work and its relationship to the western uptake of Piagetian 
ideas has its own interesting history. Vygotsky and Piaget were both born in 
1896. While Piaget lived and worked in Switzeriand through a large part of the 
20* century, Vygotsky died from tuberculosis in 1934. Both men had religious 
upbringings, Vygotsky being Jewish. Vygotsky studied art and literature along 
with the work of Freud and Marx and Engels. He was also a contemporary of 
Pavlov and the individuals Involved in the Gestalt movement. Vygotsky came 
from a Jewish bourgeois family. He was thus living In an openly hostile state as 
the Communist Party sought to remove bourgeois academics, replacing them., 
with Party supporters. The Russian state's Paedology Decree of 1936, two years 
after Vygotsky's death, effectively placed a ban on his work (See van der Veer & 
Valsiner, 1991 for a comprehensive overview of Vygotsky's life and work). 
This ban continued for around twenty-five years. The initial publication of 
Vygotsky's work In the west, In English, was not until 1962 (Richardson, 1995). 
This was well after the entrenchment of Piaget in many western educational 
ideas. Over the decades that have followed, and particulariy in the 1980s and 
1990s, Vygotsky's work has had an increasing impact on educational thought. It 
is from Vygotsky that eariy childhood educators have appropriated the language 
of 'co-construction', where children require 'scaffolding' through their 'zone of 
proximal development in order to learn most effectively. 
Constructing and regulating childhood 
Within the discourses of developmental psychology and DAP, the dominant view 
of childhood is one of deficit. From the eariiest days of developmental psychology 
images of childhood as natural, biological and universal have been Intimately 
bound up with liberal philanthropic and Christian beliefs (Chung & Walsh, 2000). 
For example, Piaget, a dominant 'father' of developmental psychology in eariy 
childhood education, was initially trained as a biologist and he openly addressed 
issues of God, good and development (Stainton-Rogers & Stalnton-Rogers, 
1992; Vandenberg, 1993). Early child study work was also based in Social 
Darwinism, where the child is considered to be developing along a similar 
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trajectory as human civilisation (see also the psychogenetic theory of child 
history by de Mause, 1975). 
The Images produced through these discourses are all of childhood as deficit, as 
a becoming, as future adults, that Is, childhood in and of itself Is not a worthwhile 
state, other than for the potential adulthood the child will inhabit. Thus, as Morss 
(1996: 157-8, original emphasis) points out 'adults...are people who are. 
Children will be In the future'. These dominant images neglect the point that 
childhood is a relational concept; for childhood can only exist In relation to 
adulthood (Burman, 1994). Such relationships are mutually constitutive of 
adulthood and childhood, of development and of education. For children, one of 
the effects of such a definition is that in different social contexts they will be 
categorised differently as 'child' or 'not child' for adult purposes - and usually for 
purposes of management and regulation. 
Most pervasive and resistant are the normalising and regulatory effects of 
developmental psychology and DAP, not only of young children but also of their 
teachers and carers. Reducing the complexities of childhood to a simplistic 
binary grid of practice, against which individual children (and teachers) are 
observed, measured and classified not only creates an exclusionary framework 
for practice, it also Implies a linear developmental pathway for young children. 
The embeddedness of developmental psychology and DAP In the regimes of 
truth, practice and thought of eariy childhood education reflects In part the ease 
with which an Individual, but universal, developing child can be managed, 
regulated and governed. As the dominant regime of truth in eariy childhood 
education, the tactics and practices of developmental psychology have been very 
successfully transposed into eariy childhood educational settings. 
There seem to be two major paths critiquing developmental psychology; first, that 
there's nothing fundamentally wrong with the concept that children develop, 
rather It is the way that developmental psychology, and particulariy DAP, has 
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become the regime of truth which is the problem. This critique is quite common 
from within eariy childhood education research (e.g. Tobin, 1997, Lubeck, 1998). 
The second major critique Is that the foundations of developmental psychology 
(and therefore DAP) are altogether rotten and irretrievable and should be 
bypassed altogether. This critique is more commonly expressed by critical 
psychologists (e.g. Morss, 1996; Stalnton-Rogers & Stainton-Rogers, 1992). 
However, for many eariy childhood educators, a worid without DAP Is almost 
Impossible to Imagine. It is really only relatively recently that eariy childhood 
educators have begun to think seriously about alternative frameworks for 
understanding their work. The next section focuses upon the reconceptualising 
eariy childhood curriculum movement. Many of the researchers associated with 
this movement subscribe to the first path of critique and attempt to offer 
alternative views of eariy childhood and associated pedagogical practice. 
Reconceptualising early childhood curriculum 
The reconceptualising eariy childhood curriculum movement began in the USA 
around 1990 (Kessler, 1991; Weis, Altbach, Kelly & Petrie, 1991; Kessler & 
Swadener, 1992). It emerged both as a strand of the movement towards 
reconceptualising curricula school-wide in the USA and as a critical response to 
the NAEYC's publication of DAP in 1987. Thus, its conception was as a mode of 
resistance to the dominant power-knowledges that coagulated around DAP and 
developmental psychology In the late 1980s. Its focus was, and continues to be, 
an attempt from within eariy childhood education to disentangle the stranglehold 
of developmental psychology upon Its curriculum and pedagogy. The 
'reconceptualising movement Is now positioned as the dominant challenge to 
DAP, although it remains a dominance of the margins. 
Researchers who identify as 'reconceptualisers' have most recently drawn on an 
eclectic range of theories including postmodernism, poststructuralism, 
postcolonialism, identity politics, feminism and queer theory, thus beginning to 
provide some interdisciplinary studies within eariy childhood education (see for 
example the edited collections from Tobin, 1997; Jipson & Hauser, 1998; Soto, 
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2000). The work of these US scholars Is also reflected In Australia, particulariy 
through the work of researchers such as those In Nicola Yelland's edited 
collection (1998), Glenda MacNaughton (1997, 1998 & 2000) and Grieshaber 
(2000). It is also now Internationally reflected in the online journal Contemporary 
Issues in Early Childhood (www.trianaie.co.uk/ciec). 
This discourse of eariy childhood education has also emerged in the context of 
an upsurge in postmodern thought within the broader social sciences and 
education academies. Accompanying this postmodern turn in eariy childhood is 
an emphasis upon subjectivities, and central to this is the consideration of 
gender. While there seems to have been an attempt to maintain a relatively 
eclectic research profile, the dominant theoretical framing has been 'Foucaultian'. 
This Is particulariy so in relation to gender, an issue addressed in more detail 
later In this section. 
In creating a dialogue between 'reconceptualisers' and 'developmentalists', 
progress seems to be slow. Indeed, as Danby (1998) has pointed out, it is 
uncertain just how much of an impact the reconceptualising movement is having 
in eariy childhood classrooms (although the 2"^ edition of DAP acknowledges the 
contribution of the 'reconceptualisers' to their thinking processes). To some 
extent this is not surprising, given the apparent difficulty and inaccessibility of 
many of the theories with which the 'reconceptualisers' engage. Also, of course, 
the 'developmentalists' and the 'reconceptualisers' function within very different 
and conflicting discursive frameworks. Despite the minor (but Increasing) impact 
to date, as the major alternative to DAP, it is necessary that the ongoing work of 
the 'reconceptualisers' is maintained and. Importantly, further developed and 
expanded. 
'Feminist poststructuralism': dominance in the margins 
A frequently proposed alternative to DAP arising from the work of the 
'reconceptualisers' has been feminist poststructural theories, particulariy those 
using the work of Foucault (e.g. Davies, 1989, 1993; Cannella, 1997, 1999; 
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MacNaughton, 1997, 2000). Feminists in Australian educational research have 
engaged quite significantly with poststructural theories as a framework for 
investigating and understanding gender in schools (e.g. Luke, 1991; Gilbert & 
Taylor, 1991; Luke & Gore, 1992; Yates, 1993; Yeatman, 1990; Kenway, Willis, 
Blackmore & Rennie, 1997; McLeod, 1998). Given its prominent discursive 
position in Australian feminist and education research. It seems inevitable that 
the engagement with poststructuralism will be reflected in Australian eariy 
childhood education research. It is therefore unsurprising that the use of 
poststructural theoretical frameworks is the most dominant theoretical framing of 
resistance to 'traditional' eariy childhood educational practices in Australia (e.g. 
Davies, 1988; Alloway, 1995; MacNaughton, 2000). Davies' (1988, 1989) 
Investigations of gender relations amongst young boys and giris are widely 
considered the foundational engagements with poststructuralism in eariy 
childhood educational settings. 
Predominantly, the eariy childhood educational uses of 'feminist 
poststructuralism' engage with the notion that subjects are constituted, in 
gendered ways, through discourse. If this is accepted, then it seems to follow that 
changing the discourses of gender and childhood will enable children, particulariy 
giris, to change the gendered ways in which they operate. However, attempts to 
shift from a position of analysis, critique or resistance to a position of practice and 
pedagogy have often ended up falling back into relatively simple readings of 
classroom situations. The most common reading is of the individual child and 
teacher being in a position to pick and chose from a veritable smorgasbord of 
gendered discourses (e.g. Davies, 1989; MacNaughton, 2000). This gendered 
smorgasbord is usually optimistically free of negative implications and the 
material consequences such 'choices' might produce. Such a position negates 
the embodiment of gendered discourses; the pleasures, pains, investments and 
dangers of being a 'boy' or of being a 'giri' (and indeed of being an 'eariy 
childhood teacher') in an eariy childhood setting. 
78 
Importantly, it also marginalises the very real power relations of childhood, 
amongst children and between adults and children. To put aside the fact that 
children do operate in a worid where all adults, both men and women, have 
greater access to political, social and economic power fails to recognise that 
children (and partlculariy young children) continue to live In a worid defined for 
them by adults. It also marginalises the Impact of factors such as class, race, 
religion, sexuality or geographical location that also slice through more nuanced 
understandings of gender (for a consideration of these from various perspectives 
see, for example, Rhedding Jones, 2000; MacNaughton, 2000; Goldstein, 2001). 
That children may resist or challenge such relations of power is not in dispute 
here. However, marginalising the significance of such power relations once again 
positions childhood as an individual project that operates relatively free of social, 
political and historical constraint (McLeod, 2001a). 
In some of this work the positive (almost virtuous) implications of poststructural 
theories are emphasised, silencing and marginalising the regulatory frameworks 
that are also produced through poststructuralism. There is a sense in which 
feminist poststructuralism, for some eariy childhood researchers, is a way of 
rescuing childhood (McLeod, 2001 a) from gender so they might function in non-
regulatory gendered frameworks (e.g. in the work of Fleer, 1998a; MacNaughton, 
1997, 2000; Jones, 2001). One example of this 'rescue discourse' is Fleer 
(1998a: 23) who states that 'without careful repositioning by the teacher, these 
children will interact in gendered ways'. Another is MacNaughton (2000: 3) who 
argues that feminist poststructurallst ideas 'seek ways of being gendered that do 
not regulate but are full of possibilities for giris, for boys and for their teachers'. 
Although MacNaughton is aware of Foucaulf s well-known point that all 
discourses are dangerous, this important point is marginalised In the search for a 
'non-regulatory' ideal of gender. 
Within these 'rescue' or 'non-regulatory ideal' discourses, much of the feminist 
poststructural research in eariy childhood education remains bounded by 
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discourses of the context-free individual. This approach resonates with 
understandings of play as discussed in the next chapter, where play is regulariy 
defined in eariy childhood education as operating beyond social contexts and 
power relations. While some researchers retain a passive version of the child 
who can be 'repositioned' within gendered contexts (e.g. Fleer, 1998a), others 
build a picture of an actively choosing child (e.g. MacNaughton, 2000). I would 
argue that neither position Is particulariy satisfactory. Instead I would concur with 
McLeod (2001: 276) who makes the point that although 
.. .deeply critical of developmentalism.. .poststructurallst accounts 
nevertheless govern childhood subjectivity through making gender 
reflexlvity part of the necessary protocol of growing up. Gender 
identity Is not Imposed by social forces beyond one's control. Nor Is 
gender the result of intrinsic disposition or essence. No! Gender 
identity is an individual project. 
Poststructural accounts of gendered childhood, particulariy those that position 
gender as 'an Individual project that each child and teacher takes on, should 
thus be identified as forms of governance and regulation in themselves. Foucault 
(1978: 27), when discussing the shifting discourses of sexuality stated that there 
'was a new regime of discourses. Not any less was said about [sex]; on the 
contrary. But things were said in a different way; It was different people who said 
them, from different points of view, and In order to obtain different results'. I 
would suggest, therefore, that the poststructural influence In eariy childhood 
education Is but another discursive regime, that not any less is said about young 
children, but It Is being said by different people, for different purposes and with 
different results. 
Reconstructing and re-regulating early childhood 
The reconceptualising eariy childhood curriculum movement has continued the 
difficult push towards developing and introducing discourses of eariy childhood 
education that emanate from alternatives to DAP. Central to this has been an 
attempt to build Interdisciplinary studies that reflect broader social issues. This 
attempt attends to the many social aspects of childhood, although, predominant 
is a concern with gender. There have, however, been more recent considerations 
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of race (Soto & Smrekar, 1992; Soto, 2000; Goldstein, 2001) and sexuality (King, 
1997; Boldt, 1997). Fundamental to all who align with the reconceptualising eariy 
childhood curriculum movement. Is an understanding of childhood as multiple, 
shifting, complex and gendered. 
As pointed out eariier, despite the critiques made here, I would suggest that this 
Is an important body of work in the field of early childhood education. Through 
the ongoing conceptual development of this work, spaces for critique may be 
opened up, since that Is one of the broad umbrella aims that connects the 
eclectic theoretical frameworks utilised by the 'reconceptualisers'. It must be 
remembered, however, that these spaces for critique and the review of eariy 
childhood pedagogy that they enable are also regulatory and normative (see 
McLeod, 1998). That is, they create new regimes of truth, practice and thought 
that also have governmental effects in the eariy childhood worid. 
The US and Australian based 'reconceptualisers' and the UK/European based 
sociology of childhood researchers tend not to engage with each other's work. 
This could be due to a perceived division in the academic fields of 'eariy 
childhood education' and 'sociology'. I consider this gap unfortunate for both 
groups. Eariy childhood education research needs to be part of the ongoing 
development and expansion of sociological understandings of childhood and the 
flows in understanding of childhood and education that follow. Also, the sociology 
of childhood literature tends to avoid young children so there is a sociological 
space that is ready to be filled by eariy childhood specialists. I suggest that 
critical engagement between these two fields of work (beyond methodological 
and theoretical differences) is overdue and that such an engagement would 
provide a rich site for developing new ideas and debates. A discussion of the 
sociology of childhood field follows. 
The sociology of childhood 
The 'childhood question' as an explicit and relevant research focus is a relatively 
recent development within sociology, being voiced most consistently through the 
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1990s to the present (see for example Jenks, 1996; Alanen, 1990, 1992; 
Qvortrup, Bardy, Sgritta & Wintersbeger, 1994; James & Prout, 1997; James, 
Jenks & Prout, 1998). The significant increase in studies of childhood may be 
linked, In part, to a vocal and popular lament that childhood has been lost or Is 'at 
risk' at the close of the 20* century and the beginning of the 21^' (Buckingham, 
2000). The close of the 20* century has been widely viewed as a time of 
enormous, rapid and unpredictable change (e.g. see Beck's (1992) notion of a 
'risk society', or the globalisation literature referred to in Chapters six and seven). 
During times of such social turmoil, the positioning and discourses of childhood 
regulariy become dominated by anxiety and fear In a worid largely defined by 
adults (Luke, 1989, Scraton, 1997). Many sociological studies point out that as 
childhood has become more visible, particulariy In terms of popular culture and 
Information technology, the level of adult angst about childhood has Increased 
(Buckingham, 2000; James & Prout, 1995; James, Jenks & Prout 1998). 
The sociology of childhood discussed here resists discourses of childhood being 
somehow threatening or risky. Instead, I focus upon sociologies that attempt to 
produce positive discourses of childhood, acknowledging their (admittedly highly 
regulated) agency while working towards a nuanced understanding of childhood 
experiences. Sociological studies of childhood operate with a broader definition 
of childhood than eariy childhood education. Whereas eariy childhood is 
considered to end (quite arbitrarily) at eight years, sociological studies of 
childhood work with children up to their mid-late teens. Given the potential 
methodological difficulties for working with young children, sociological studies of 
childhood have yet to adequately address experiences of eariy childhood and I 
believe that this is a point at which further study is required. 
Histories of childhood 
In this section of the chapter history and sociology have been placed together, as 
sociological studies of childhood generally rely on historical accounts of 
childhood to maintain one of its central assertions: that childhood is socially 
constructed. Most sociology of childhood texts address the historical location of 
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childhood at some point, for as Alanen (1994: 28) points out, this historical 
location strengthens the argument 'that childhood - as we know it in Western 
societies - is a social invention, or construction, a historical phenomenon with 
many social implications'. 
There have been many texts addressing histories of childhood from various 
perspectives (see for example Aries, 1962; Cleveriey & Phillips, 1987; Luke, 
1989; Shahar, 1990; Hwang, Lamb & Sigel, 1996; Kociumbas, 1997; Lesnik-
Oberstein, 1998; Haebich & Huggins, 1998). These histories of childhood found 
in the English language are generally histories of western childhoods. More 
recently there have also been texts that consider constructions of childhood 
within, for example Japan (Chen, 1996; Ben-Ari, 1997), Indigenous Australia 
(Read, 1998; Harms, 1998), Argentina (Dussel, 2001) and Mexico (Buenfil-
Burgos, 2001). The recent increase in studies of childhood in a range of social 
and cultural contexts may perhaps reflect the postmodern and/or postcolonial 
discourses that provide discursive tools with which to interrogate such 
childhoods. 
Sociologies and histories of childhood tend to originate in Europe, within the 
context, for example, of the long philosophical history in countries such as 
Germany and France with their concern for children and education, and the long-
term social democratic policies in the Scandinavian countries. Explicit accounts 
of childhood as a social construction are usually traced to France, where the 
book by Phillipe Aries, Centuries of Childhood, was published in 1962. Aries' 
work focuses primarily upon 14* - 1 6 * century French family structures and 
schooling. However, despite critique of the generalisation of this specific account 
of family and childhood to European family and childhood, it is still commonly 
perceived as a generalisable and 'pioneering account...of the "modern family"' 
(Alanen, 1994: 28). Thus, Centuries of Childhood stands as an eariy and 
significant study of childhood as a social construction, and since its translation 
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into English has provided a source of motivation and impetus for a large amount 
of social research into childhood and children. 
Other histories of childhood soon followed, including the psychogenetic history by 
de Mause (1975) and the histories of family by Shorter (1975) and Donzelot 
(1979). While these histories are written from quite different perspectives, the 
emphasis of all Is on the positioning of childhood within families, particulariy in 
relation to motherhood, and the changing relationships of family to society. 
Donzelots work on 'government through the family' stands as an eariy foray into 
studies of governmentality and he acknowledges his reading of Foucault eariy in 
the text. Donzelot raises the issue of 'the tutelary complex' a well-known phrase 
referring to the way in which the normal (that Is, middle class) nuclear family was 
mutually constituted within a regime of normalcy to be managed by the relatively 
new discourses of social work. Creating the 'normal' family and the social 
workers that would have the authority of state to Intervene in perceived deviance 
was, and remains, a significant means through which governments may control 
their population. 
Two large research projects 
There have been two recent, large research projects that reflect the central aim 
of the sociology of childhood, that is, bringing studies of childhood from Its 
position in the margins to the centre. The first of these was the major, 
international study Childhood as a Social Phenomenon project beginning in 1987 
and continuing in the eariy 1990s (Qvortrup, Bardy, Sgritta & Wintersbeger 
1994). This study raised many significant questions, such as the position of 
childhood in relation to statistics, gender, generation, space and time. It was 
conducted within the European Centre for Social Welfare Policy and Research as 
part of the Centre's broader Programme on Childhood, but was funded by 
several (Austrian, Danish and Finnish) governments. Overall, the project 
encompassed studying childhood in sixteen industrialised countries, most of 
them European, but also including the USA and Canada (Qvortrup et al., 1994). 
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The growing significance of the sociology of childhood In the UK and Europe Is 
also reflected in another recent, very large, multldiscipllnary research project in 
the UK: The Economic and Social Research Council funded Children 5-16 
Research Programme: Growing into the 2f^ Century. This project has produced 
an incredible range of research on the lives of children across the UK from a 
variety of disciplinary viewpoints and methodological approaches. Some 
examples are 'Negotiating Childhoods', in which researchers asked children what 
It meant for them to be considered a child (Mayall, 2000), children's use of public 
spaces and the environment (Matthews & Limb, 2000; O'Brien, 2000), 'New • ^ 
Childhoods' and the implications of co-parentIng (Smart & Wade, 2000), 
Cyberkids (Valentine & Holloway, 1999) and 'Extraordinary Childhoods: the 
social lives of refugee children' (Candappa, 2000). 
I would suggest that the timing and geographical location of this increasing 
interest in sociologies of childhood are important. The significant levels of state 
funding that have been provided for these two large research programmes may 
be linked in with the emergence of the European Economic Union and the new 
forms of citizenship this entails. The eariier Childhood as a Social Phenomenon 
project coincided with the lead up to the fall of the Beriin Wall, the changes In the 
Czechoslovak Socialist Republic and the civil war In the former Yugoslavia; while 
also spanning eariy discourses of the 'unification' of Europe (Qvortrup et al., 
1994). As Qvortrup et al. (1994: xi) have pointed out these 
...revolutionary events have...both dramatically and tragically 
underiined and pinpointed one major tenet of our project: children 
are not only future members of society, but they are also indeed 
participating In it - for better or for worse. 
While the events that surrounded the major funding input of the Children 5-16 
Project in the UK were not of the revolutionary calibre of those surrounding the 
Childhood as a Social Phenomenon project, they did signal a significant shift in 
the political hue of the UK; that is, a shift in 1997 from a long-term conservative 
government to the current Blair Labor government. One of the Blair governments 
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central election platforms was 'education, education and education' (Scraton, 
1997). This Is a platform that Immediately involves childhoods. Further, the 'Third 
Way' (Giddens, 1994) agenda favoured by the Blair government has required 
new tactics of governing. Given the UK governments ongoing ambivalence 
towards the European Economic Union, it could also be suggested (although it 
remains conjecture) that this large funding of a UK based project, following on 
from a large European project, was a means of exploring specific UK childhoods. 
The subtitle of the UK project - Growing into the 21^^ Century Is also telling. It l§ 
reflective of dominant millennial discourses of 'new times', 'new families' and 'new 
childhoods'. Children are the future citizens of the new millenlum. As pointed out 
on the Children 5-"/e websi te (www.hull.ac.uk/children5to16proqramme/intro.htm). One 
aim of the project was to 'make a contribution to developing the potential of the 
next generation by expanding knowledge of children's lives both within families 
and in other social contexts'. Thus, who these future citizens are, what they 
know, how they live, and importantly, how they may be governed are of 
increasing interest for governments. 
Within this more recent research there is an emerging concern with the global 
growth of discourses that surround 'the efficient, autonomous and flexible child' 
(Hultqvlst & Dahlberg, 2001: 9, see also Popkewitz & Bloch, 2001; Kenway & 
Bullen, 2001). I align the study in this thesis with this emerging body of literature. 
My Interest and research questions have evolved from how it is that childhood is 
thought about in western societies, societies that are undoubtedly changing on 
many fronts: economic, social, cultural, technological for example. Chapters six 
and seven. In particular, suggest that there has been a relocation of childhood 
within shifting discourses of society, work and citizenship through the late 20* 
and Into the 21^^ centuries. 
Three themes from the sociology of childhood literature 
The ever-growing body of sociological studies of childhood provides numerous 
paths for further research. It also reflects the growing interdisciplinary way In 
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which childhood is being studied and the large amount of work being produced in 
this area. In the following I expand a little upon three of the themes of this 
sociology of childhood literature that are relevant to this thesis: childhood as 
social and active, childhood as relational and childhood as an institutional 
construction. 
Childhood as social and active 
The sociology of childhood literature. In pursuing the aim of making children 
visible within sociological research, speaks regulariy of children as active sociaj 
beings, in and of their world (Alanen, 1992; Qvortrup et al., 1994; Mayall, 1996; 
Scraton, 1997; James & Prout, 1997; Wyness, 2000; Hultqvlst & Dahlberg, 
2001). This discourse of childhood as a time of agency also recognises the 
institutional and structural nature of childhood as integral to the operation of 
societies. Thus, sociologies of childhood reject the particulariy dominant image; 
fundamental to developmental psychology, that childhood is merely a passive 
time of 'becoming' on the way to adulthood. 
The sociology of childhood literature also rejects negative discourses of 
childhood. This rejection of negative discourses resists children being defined as 
social problems, victims or novices (Alanen, 1992; James & Prout, 1995; 
Scraton, 1997). For example, identifying children as 'at risk' Is considered a 
'pathologlzing of children at times when they...make their presence as social 
actors felt (James & Prout, 1995: 79). Addressing the overall invisibility of 
children and childhood. Including the way in which they are regulariy subsumed 
within studies of family Is thus a key issue for sociology of childhood researchers. 
James, Jenks and Prout (1998) make a rather neat analogy between the idea 
that a weed is a plant In the wrong place and the notion that when children are 
visible they may also be considered to be 'In the wrong place'. Such an analogy 
also points towards the sociological understanding of childhood as a relational 
concept. That is, childhood Is defined through its relationship and positionallty in 
terms of adulthood, and adult perceptions of childhood (Buckingham, 2000). 
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Childhood is relational 
Sociological studies of children and childhood had often been subsumed within 
studies of larger social institutions, particulariy families or schools. Within many 
of these studies children, and especially giris, were largely written out of 
sociology and history as produced by men (Luke, 1989; Alanen, 1992). In many 
cases, discussions of childhood still remain largely gender-blind, such as In the 
recent work of Wyness (2000), Hendrick (1997) and Jenks (1996). 
Thorne (1987) posed an eariy argument for adding children and childhood to the 
complexity of feminist work. Her central point was that 'both feminist and 
traditional knowledge remain deeply and unreflectlvely centred around the 
experiences of adults' (1987: 86). Alanen (1992) also refers to some 'feminist 
lessons' that might be applied to the sociological study of childhood. Although I 
strongly support a feminist approach to analysing childhoods, it seems that many 
of the sociological analyses homogenise feminism, tending towards generalised, 
deterministic accounts of feminism's entry into academla and its usefulness for 
studying childhoods. I would suggest that there is little to be gained for analyses 
of childhoods from following the path of feminism into sociology, for example via 
'add 'n' stir' of liberal feminism to postmodern or poststructural feminisms, 
especially since the development of feminist ideas has hardly been a rational, 
linear process. 
If there are lessons for studies of childhood to be learnt from feminist studies, I 
would argue that one of the most significant is the need for localised and specific 
accounts of the complexity of childhood. Such studies need to acknowledge the 
multiple and conflicting influences upon constructions of childhood through 
studies of the ways in which constructions of childhood are played out In, for 
example, social, economic and political settings. Thus, I would concur with 
Walkerdine (1998: 231) when she states that 'we need...to understand the 
production of children and childhood as 'situated' in the sense of understanding 
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the specificity of the production of what it means to be a particular kind of child at 
a particular time and specific location'. 
This more nuanced approach to sociologies of childhood Is emerging within the 
literature, particulariy when addressing issues other than gender. While the 
multiple relations of childhood to time, space and generation have been 
addressed within eariier studies (e.g. Kovarik, 1994; Ennew, 1994), more recent 
research has been concerned with childhood relationships with, and 
interpretations of, 'new families', Identity and citizenship (e.g. Candappa, 2000;. 
O'Brien, 2000; Carrington, 2002). This research is also intimately bound up with 
the institutional construction of childhood. In governmentality terms, the relations 
of childhood to social Institutions is mutually constitutive with multiple tactics and 
strategies for governing children, parents, families and the organisations 
concerned with all of these groups of individuals. 
Childhood is institutionally constructed 
As a key component of life in western industrialised states, the existence of 
children and their economic positioning within the western family are Important. 
Qvortrup (1994) lamented the unevenness and difficulty in gathering statistical 
data on children for the Childhood as a Social Phenomenon project. He argued 
for children to be acknowledged as a social category and therefore to be 
considered a visible and necessary statistical category. As Qvortrup (1994: 7) 
pointed out, 'the statistical treatment of children...reflect[s] the position children 
generally hold In both society and adult Imagery - namely that of dependents'. 
The potential Invisibility of children in statistical data has fairiy obvious 
implications across the array of political understandings of, and provisions for, 
children in various social and familial circumstances. This point gains further 
significance in a climate of 'shrinking states' that reject welfare discourses, 
focusing Instead on 'entrepreneurial selves' (Rose, 1999b). 
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A sociological early childhood experience?: Reggio Emilia 
It has been difficult to fit the work of Reggio Emilia into the framework of this 
chapter. For while it is becoming increasingly influential in eariy childhood circles, 
Reggio Emilia does not fit the dominant approaches around which this chapter is 
constructed. I have placed it here within the sociology of childhood as I would 
suggest that its foundations, although based In the work of dominant eariy 
childhood figures such as Piaget, are also sociological. While my own 
management of this chapter has produced a framework that to some extent 
excludes the Reggio Emilia work. It is a discourse of eariy childhood education 
that requires attention. 
The approach to eariy childhood education developed In the region of Reggio 
Emilia, in the north of Italy has emerged relatively recently as a productive and 
Influential alternative to both DAP and the reconceptualising eariy childhood 
curriculum approaches. While this approach has had a significant impact upon 
some eariy childhood programmes in the USA (Edwards, Gandini & Forman, 
1998) and parts of Europe, such as Sweden and the UK (Dahlberg, 1999, 2000b; 
Abbott & Nutbrown, 2001), its impact in Australia to date has been minimal (but 
see Fleet & Robertson, 1999). Queensland's Preschool Curriculum Guidelines, 
which are discussed in more detail in Chapter six, make only a passing reference 
to the Reggio Emilia 'foundation text, The Hundred Languages of Children. 
Given the growing global significance of the Reggio Emilia philosophy, but its 
minimal impact in Queensland to date, it is necessary here to point out only some 
central points regarding the approach. To me, the single most unusual feature of 
Reggio Emilia is its deeply civic - and public - foundations. Whereas in 
Queensland and most other Australian states eariy childhood care and education 
were almost entirely private matters for philanthropic women, Reggio Emilia was 
founded in the aftermath of Worid War II and represented the first secular (rather 
than Catholic) provision of eariy childhood education in the region (Malaguzzi, 
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1998). As Malaguzzi (1998: 58) goes on to point out, the eariy Reggio Emilia 
experiences 
...emerged out of a complex cultural background. We are 
immersed in history, surrounded by doctrines, politics, economic 
forces, scientific change, and human dramas; there is always in 
progress a difficult negotiation for survival. For this reason we have 
had to struggle and occasionally correct and modify our 
direction...It is important for pedagogy not to be the prisoner of too 
much certainty, but instead to be aware of both the relativity of its 
powers and the difficulties of translating its ideals into practice. 
There is a sense that Reggio Emilia has also been built on risks, emerging as It 
did out of widespread poverty following the war, against the Catholic church and 
against (at times) Italian laws, such as men not being allowed to become 
preprimary teachers. The Reggio Emilia philosophy, therefore. Is explicitly 
political, social, pedagogical and based on an understanding of children as being 
in and of their world. 
Malaguzzi (1998) also points out that the approach emerged out of the 
Rousseauian tradition in France, Piagets work in Geneva along with that of 
Dewey, Froebel and Vygotsky. These are all well-known eariy childhood 
educational names, and the thought of a genealogy of Reggio Emilia aiming to 
understand how it was that a small group of educators In the North of Italy came 
up with such vastly different understandings of these ideas than those dominant 
in western English speaking nations (those of DAP for example) is fascinating. 
Thus, although the basis of the Reggio Emilia philosophy is not explicitly 
sociological, it Is explicitly thought about, managed and regulated with reference 
to politics, the economy and society. 
Concluding thoughts on the sociology of childhood 
To summarise, for the researchers engaged with sociology of childhood there are 
at least three core themes: childhood is social and active, childhood Is relational, 
and childhood is institutionally constructed. Flowing through these themes is the 
central point that childhood and children are worthy of study in their own right 
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(James & Prout, 1997). There is also a call among researchers within the 
sociology of childhood to engage with the children who Inhabit these 'constructed 
childhoods' (Alanen, 1994; Mayall, 1996; James & Prout, 1997; Christensen & 
James, 2000). The call for such research Is predominantly ethnographic. 
However, there are discussions surrounding other approaches and Issues such 
as large quantitative surveys and ethics (James & Prout, 1997). 
While the sociology of childhood has been widely produced as a very new 
research arena, blossoming partlculariy through the 1990s, there were 
sociological studies based (with varying degrees of 'firmness') In the work of 
Marx produced during the 1970s. Two examples are Sharp and Green (1975) 
and R. King (1978). There was also an Australian study by Connell (1971) 
regarding politics and children. However, in the context of the dominant 
developmental discourses of eariy childhood education, this eariy sociological 
work has remained marginalised. This marginalisation continues, as the 
dominant institutions and authorities, such as the NAEYC in the USA and the 
National ChildCare Accreditation Council In Australia continue to base their 
regimes of truth, thought and practice in developmental psychology. 
A core Issue that the sociology of childhood research has yet to adequately 
address Is that of difference in experiences of childhood (Brannen & O'Brien, 
1995; Walkerdine, 1998; Castaneda, 2001). The focus in sociology of childhood 
on rather traditional sociological 'structure versus agency' discourses has meant 
that so far there are few sociological studies of childhood that have taken 
significant account of class, gender, race, disability, location or other aspects of 
Identity. Admittedly this is an enormous task and the Children 5-16 Project has 
certainly made significant progress in this regard. However, as Brannen and 
O'Brien (1995: 736) point out, 'childhood scholars should be wary of assuming an 
homogeneous childhood and perhaps even sceptical of the childhood 'project". 
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Conclusion 
This chapter has sought to make the point that childhood is a socially, 
historically, culturally and politically situated concept. Current discourses of 
childhood remain imbued with the paternal epistemologies created around the 
turn of the 19* century and then reiterated as the commonsense truth about 
children and childhood throughout the 20* century. As the central discourse of 
scientific expertise and knowledge in eariy childhood education, developmental 
psychology remains central to the regimes of truth regarding preschool 
childhood. Regardless of critiques from within psychology, from sociology, and. 
from eariy childhood education, developmentalism retains its place as 
fundamental to dominant discourses of eariy childhood education. It has seeped 
into the multiple nooks and crannies of eariy childhood education, regulating in 
mundane ways the everyday practices of eariy childhood teachers, and the 
everyday lives of children in eariy childhood settings. 
Through this chapter I have also sought to point out that there are multiple 
discursive framings of childhood existing simultaneously, both in competition with 
each other and in a mutually constitutive fashion. For example, DAP could not 
exist as the framework for eariy childhood education without developmental 
psychology. While the reconceptualising eariy childhood curriculum movement 
has become established In part as a resistance to DAP, it has also influenced the 
ongoing development of DAP. Further, both DAP and the reconceptualising eariy 
childhood curriculum movements have emerged within the broader educative 
discourses of psychology and postmodernism. 
While a central aim of this chapter was to provide an overview of important 
discursive constructions of eariy childhood, it also traced links between broader 
discursive and administrative forms of regulation, management and governance 
in western societies. For as Hultqvlst (1998: 96) suggests, 'the pre-school 
child...Is about social regulation, that is about the regulation and construction of 
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the child as an agent of change in relation to "administrative patterns found in 
larger society"'. 
However, within these various constructions of childhood, especially early 
childhood, there is one, as yet unmentioned, thread that traverses them all: play. 
Play is an almost Inevitable accompaniment to the lives of young children. Many 
adults consider play to be the absolute core of eariy childhood education. It Is 
widely regarded as the way children naturally learn, develop and become rational 
adults. That such an understanding of the place of play In childhood also 
operates to regulate childhood Is very rarely considered. The chapter that follows 
takes up this point, exploring the place of play in eariy childhood education and 
the various discursive frameworks in which it has emerged and the regulatory 
effects these frameworks may have. 
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Regimes of practice: play as pedagogy in early 
childhood education 
We see the role of play in learning as a central one, and one which 
also relates to all-round emotional, social and physical 
development. Play, along with other forms of active learning, is 
normally a natural point of access to the curriculum for each child at 
his or her particular stage and level of understanding. It is therefore 
an essential force in making for equal opportunities In learning, 
intrinsic as it is to all areas of development (Hurst & Joseph, 1998: 
X). 
The linking of play to pedagogy forms a significant nodal point in the discursive 
relations of eariy childhood education. It is difficult to think of any means of eariy 
education that does not depend on some notion of play. While the discourses 
discussed in the previous chapter form the dominant political rationalities on 
which understandings of eariy childhood education are based, play as pedagogy 
represents the core of how these political rationalities have been made practical 
and material in eariy childhood education. This is not a simple matter. The key 
discourses of eariy childhood are vastly divergent, from Froebel to Piaget to the 
reconceptualisers. However, from all of these perspectives, in different ways, 
play remains central. Understandably then, discourses of play in early childhood 
education are nebulous; It is often just assumed that everyone can recognise 
play when they see It. This chapter studies how it is that various dominant 
discourses of play have come to 'make up' young children and their education. 
Also, this chapter asks how it is that these knowledges and rationalities came to 
constitute regimes of truth, practice and thought regarding play in eariy childhood 
education. 
The quote that begins this chapter exemplifies the veridical discourse of play in 
eariy childhood education. In this statement Hurst and Joseph reflect the tangled 
discursive mass of Ideas through which the importance of play is now defended. 
For example, there Is a clear and explicit theoretical link to all aspects of 
developmentalism and a deferral to natural and intrinsic discourses of childhood. 
It also reflects Pellegrini and Boyd's (1993:105) claim that, 'play Is an almost 
hallowed concept for teachers of young children'. 
Play Is widely viewed by eariy childhood educators as promoting the learning and 
development of young children, to the point of being an eariy childhood 
educational cliche (see for example Bredekamp, 1987; Moyles, 1989 & 1994; •. 
Scales, Almy, NIcolopoulou & Ervin-Tripp, 1991; Monighan-Nourot, 1990; 
Piscitelll, 1992; Perry, 1998). Some in eariy childhood education have argued, 
however, that the research on play in eariy childhood education provides little In 
the way of systematic, clear evidence for the significance afforded to play (e.g. 
David, 1990; Anning, 1991; Bennett, Wood & Rogers, 1997; Pellegrini & Galda, 
2000; Roskos & Christie, 2001). Regardless of this, the particular discourse of 
play evident In the Hurst and Joseph quote has entered eariy childhood 
educational folklore, where its value as a pedagogical tool continues to be 
lauded. 
As already mentioned, the Idea of play has deep and tangled roots that stretch 
back to eariy Romantic discourses of childhood and education In the 19* century. 
In order to begin disentangling these roots it is necessary to look into the major 
historical moments from which play in eariy childhood has emerged as a 
commonsense regime of truth. I thus begin this chapter with a brief genealogical 
history of play in eariy childhood education. Following this brief overview, I then 
consider some of the current discourses of play in eariy childhood education. 
These discourses of play are then critiqued and the chapter closes with a 
discussion of play as pedagogy, where play is considered as a significant 
discursive and pedagogical tool for managing and governing preschool 
childhood. 
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The emergence of play in discourses of early childhood 
education 
Studies of play are multldiscipllnary. Play has been studied across, for example, 
anthropology (e.g. Goldman, 1998), art (e.g. Escobedo, 1999), evolution and 
biology (e.g. Sutton-Smith, 1999). However, few authors writing about play would 
be brave enough to profess to a final definition of play. It seems play Is an elusive 
concept that has refused to be pinned down. As a scholar and advocate of play 
in eariy childhood education, Moyles (1994: 5) likens defining play with 'trying to 
seize bubbles'. A further example of a widespread reluctance to define play is. ^ 
found in a review of studies that explore play-literacy links within eariy childhood 
education conducted by Roskos and Christie (2001). They point out not only the 
wide variety of definitions of play between the studies, but also the quite broad 
definition of play within each study. 
Although there Is a range of discourses of play within eariy childhood education, 
the common theme flowing among them is based in a combination of 
romanticism (Rousseau, Pestalozzi and Froebel), developmentalism (Piaget, 
Vygotsky) and progressivism (Dewey). The virtues of play in the lives of young 
children had been pointed out eariier by educators and philosophers such as 
Luther (1483-1546), Comenius (1592-1670) and Locke (1632-1704). However, it 
was not until much later (around the mid 19* century) that play and Its position In 
early childhood came under serious scrutiny. In Queensland, around the turn of 
the 20* century when early childhood education was first being proposed, 
Froebel was the most Influential figure. His work had recently been translated 
into English and his concept of the kindergarten had gained significant purchase 
upon the ideas of eariy educators across the western worid at that time. The 
following consideration of the emergence of play thus begins with the contribution 
of Froebel to these discourses. 
Froebel: the invention of kindergarten and the gift of play 
Although Froebel is the focus In this section, two other individuals commonly 
referred to in histories of play are the French philosopher Rousseau and the 
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Swiss educator Pestalozzi. Both of these men wrote about the education of 
young children in Europe through the 18* century, and for Pestalozzi, into the 
19* century. As such they were writing and working across the context of 
European thought, that is within the shifting moment between Enlightenment and 
Romantic metanarratives. While Rousseau mostly philosophised about childhood 
and education, Pestalozzi operated schools for young children, particularly the 
poor or orphaned. Both Rousseau and Pestalozzi pursued the dominant 
naturalised discourse of humanity in which education was an essential 
component of the progress of "man". This was manifest in the education of young 
children being understood as providing the means for an unfolding of the natural 
self. For Pestalozzi childhood was inherently good, as God intended, and an 
education based on love (he banned floggings) was required to enable the 
'correct unfolding of the inner child. Pestalozzi was writing through the end of the 
Enlightenment era and Into the eariy days of the Romantic era. This meant that 
his work reflected the concurrent resurgence of religious faith and was deeply 
embedded in discourses of both Christianity and nature (Pestalozzi, 1969). 
In the first decade of the 19* century, Froebel (1782-1852) travelled from Prussia 
to Yvpres to study for two years with Pestalozzi and he acknowledged the 
influence of this time upon his work (Wiebe, 1896). Given the rise of Romantic 
metanarratives, with the emphasis on 'man's' place In nature, that were 
circulating at this time In Europe, it Is unsurprising that Froebel's work makes 
significant use of these discourses. For example, Froebel (1897: 7) stated that, 
'Man, as a child, resembles the flower on the plant, the blossom on the tree; as 
these are In relation to the tree, so Is the child in relation to humanity'. The child, 
therefore, in its perfect, spontaneous and natural development is a reflection of 
the development of humanity. 
In his instructions on the establishment of kindergartens, Froebel also 
emphasised the necessity of pleasant garden surroundings. In such surroundings 
children are able to exercise outdoors, but also to cultivate a small garden plot 'in 
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which [the child] sows seeds and cultivates the plants, receiving, in due time, the 
flowers or fruits, as the result of his [sic] industry and care' (Wiebe, 1896: 77). 
Within this dominant metanarratlve of nature and Romanticism Is a renewed 
emphasis on spirituality, an emphasis cleariy reflected In Froebel's thoughts 
about kindergartens. Froebel's Ideas were organised around spiritual unity 
between home, kindergarten, child and nature. Froebel linked natural unity, 
family (human) unity and Christian unity; 'By life, the child appears predominantly 
connected with Nature, with the all; by love, he [sic] appears pre-eminently united 
with humanity; and by light, he appears to be one with wisdom, with God' 
(Froebel, 1897:11). 
After traveling through Germany to promote his kindergarten Idea, Froebel 
published 'Mutter Und Kose-Lieder' (Mother's Nursery Songs), his collection of 
songs and pictures for mothers and their young children. Producing and 
promoting this collection led Froebel to realise that he 
...could convert the children's activities, energies, amusements, 
occupations, all that goes by the name of play, instrumental for my 
purpose, and transfer play into work. This work will be education in 
the true sense of the term. The conception I have gained from the 
children themselves; they have taught me how I am to teach them 
(Froebel in Wiebe, 1896: 42 emphasis added). 
Thus, play was an integral component in Froebel's discourses of nature and 
spirituality, and was fundamental to the functioning of his kindergartens (Froebel, 
1897; Hughes, 1897). William Hughes (1897: 125), a Canadian school Inspector, 
In his text on Froebel's 'Educational Laws' asserted that 'Froebel's task was the 
systematizing of play under the leadership of adults, without robbing play of its 
freedom or the child of its perfect spontaneity and Independence of action'. 
Froebel's almost completely structured and regulated use of play, however, 
would be barely recognisable in eariy childhood educational discourses in the 
21^^ century. 
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In his development of the gifts the Romantic discourses of nature and spirituality 
were predominant. However, it Is clear that the discourses of rationality 
associated with Enlightenment thought did not simply disappear. Froebel's (1879) 
detailed instructions for play with his gifts were accompanied by Illustrations of 
the progress through the different plays with each gift, progress that was quite 
literally laid across a rigid, rational grid of normalcy. For example, Plate VI shown 
below Is the first In a series of Illustrations attached to the Fourth play which 
consists of eight rectangular wooden blocks. As the Fourth play Is introduced, the 
child Initially has time for free play with the blocks. This free play, however. Is •. 
conditional; it must be thoughtful, have a definite aim and all the blocks must be 
used In whatever construction the child produces. The Instructions accompanying 
this Fourth play continue as follows: 
I'J.ATl-; VI. We have above stated that necessity, accident, or 
free play determines the first use of the new gift. We 
will now indicate the next thing to be done. The 
mother takes the play-box, reverses it, placing it with 
the cover on the table, draws out the cover from 
under the box and raises up the latter, so that the 
cube {Fig.1, Plate VI) stands before the child. The 
representations may be most satisfactorily made on a 
board or paper provided with a square network, each 
side of the square being of the same size or length as 
the width of a building block. The mother transforms 
the cube, as she speaks, into a fireplace in the 
kitchen, at which she prepares the soup for the 
hungry child and cooks the food for the father when 
he comes from his work. The fire burns in the middle 
of the fireplace, on the fire-iron... (Froebel, 1879: 
177-178, original emphasis). 
These detailed Instructions continue for several pages and include many little 
songs and sayings. Thus, the play In question was didactic and purposeful. 
Indeed, In Froebel's kindergarten play was the work, or as he termed It, the 
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occupation of childhood (Froebel, 1897; Hughes, 1897). Froebel developed a 
specific set of 'gifts' and a specific process through which the child progressed 
from infancy to adulthood that followed a path of complete unfolding through play 
with the gifts. Each of the gifts was accompanied by detailed Instructions on how 
the teacher should present the apparatus, what to say and what order of 
progress should be followed. Thus, the plays and the gifts were highly regulated, 
for both the mother/teacher and the child. 
To convince a sceptical community and establish a properiy resourced 
kindergarten required patronage. Froebel found this in the person of Baroness 
Bertha Von Marenholtz-Bulow. As Wiebe (1896: 46) claims, without her 
patronage and support 'it Is doubtful If the name of Friedrich Froebel would have 
come down to this generation as being of any importance'. This Is a recurrent 
theme In the initial establishment of eariy childhood education, where the 
patronage of the wealthy was a virtual prerequisite for success. Also important 
here is the gendered nature of the relationship. Froebel was considered "the old 
fool" as he played and sang with his kindergarten children (Wiebe, 1896: 47). 
The Baroness, however, provided Froebel with female legitimacy in the 
discursive terrain of the care of young children and. Importantly, an entree to the 
worid of influential Individuals. Through his friendship with the Baroness, Froebel 
was invited to speak to the Weimar court and to the Women's Union, regarding 
kindergartens and the higher education of women. 
The Romantic era In Europe was also an era of turbulence. Froebel was a 
volunteer in the wars against Napoleon during 1813 and 1814 and worked at his 
kindergarten idea through various political uprisings that also took place in the 
first half of the 1800s. In the broader picture of the 19* century, the industrial 
revolution was changing the face of everyday life in Europe and the USA. As the 
nature of work was changing, so too were the gendered activities of women and 
men. Women and children were increasingly confined to the private domestic 
sphere, and Froebel was passionate in his insistence that the best teachers of 
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young children were 'mothers made conscious'. Steedman (1990: 83) suggests 
that making women into 'professional mothers, was Froebel's self-proclaimed 
task'. Thus, Froebel's kindergartens were also centres for training young women 
to become teachers and governesses. Although potentially radical for the time, 
for Froebel the training of women was linked to his discourses of motherhood as 
crucial to a healthy childhood, rather than support for the emancipation of women 
(Steedman, 1990; May, 1997). Without the ongoing support and work of women, 
Froebel's kindergarten would not have been as influential as it was to become 
(Brehony, 2000). 
The kindergarten concept was viewed as liberal by many and several were open 
to all children, regardless of class or religion. Some kindergarten teachers also 
advocated for diversity and tolerance. This broader liberal interpretation of the 
kindergarten, coupled with the socialist leanings of Froebel's nephew, fed into the 
paranoia of a conservative Prussian government (this is also around the time of 
Marx's exile from Prussia late in the 1830s). Following the democratic uprisings 
across Europe during 1848-1849, and despite Froebel's dependence upon 
aristocratic favour, the Prussian government began to view the kindergarten as a 
place where young children might learn radical ideas, and therefore as a 
potentially dangerous institution. In 1851 the Prussian government closed all 
kindergartens declaring them atheist and subversive (Wiebe, 1896; May, 1997). 
The unexpected consequence of this ban was the immigration of Froebelian 
educators to both England and the USA, and the subsequent spread of his ideas 
to these countries and beyond (although the limited spread across Europe Is also 
significant, given the tensions and factions of the time). In 1851 in London the 
first kindergarten, the English Infant Garden, was opened by a German woman, 
Margarethe Schurz, who had been trained in Froebelian methods (May, 1997). 
The Froebel Society was established in 1874; his work was being translated into 
English in 1885 and the Froebel Educational Institute opened in 1892. Through 
these establishments in London and the Immigration of women who had been 
102 
trained in Froebel's kindergartens in Germany, his ideas traveled rapidly around 
England and to the colonies such as Australia and New Zealand, and across to 
the USA (www.roehamption.ac.uk/about/colleqes/froebel/). 
Thus, the wave of German immigration resulting from the political upheavals 
during this time (including the unification of Germany) played a crucial role in the 
spread of Froebel's kindergarten methods and discourses of childhood. Many of 
the first kindergartens In both Britain and the USA were taught in German and 
were attended by the young children of German parents. In England, a 'post-" ^ 
Wordsworthlan' romantic middle-class devoured Froebel's Ideas when they were 
published widely in mothering journals, pamphlets and childcare manuals 
(Steedman, 1990). 
Margarethe Schurz (who opened the English Infant Garden) moved on to the 
USA where she began the first kindergarten in Wisconsin. Once the kindergarten 
idea came to be more widely taken up in the USA, it was appropriated into 
discourses for the assimilation and 'Americanisation' of the children of European 
immigrants (May, 1997). This appropriation needs to be contextualised within 
bigger discourses of the population 'crisis' dominant at this time across Europe, 
the USA, England and Australia. For example, in 1903 the birth rate for women in 
the USA was declining (1.3 children per woman), while the birth rate for German 
and Irish immigrant women was much higher (4 to 6 children per woman). This 
factor contributed to accompanying debates surrounding racial 'purity', which 
centred on women, morals and motherhood (MacKinnon, 1997). 
Froebel's discursive traces 
The contingent spread of Froebel's kindergarten has discernable discursive 
traces in eariy childhood education today. The word 'kindergarten' is attributed to 
Froebel and I would argue that the single most significant achievement of 
Froebel was the physical, conceptual and discursive separation of kindergarten 
education from both the home environment and the primary school environment. 
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From this discussion it may also be suggested that Froebel was a marker of the 
emergence of the discourses both of play as the child's work and of the child as 
an active learner. 
Through the development of his twenty gifts and the establishment of his 
kindergartens, Froebel achieved the practical rationalisation of his thematlcs of 
nature, unity and childhood. Froebel managed to produce and define a regime of 
practice that fitted Into the space between home and school. It was. In part, a 
regime of practice that he had carefully observed, collected and classified froniv 
the daily lives of mothers and their young children. It also reflected his belief in 
the natural unfolding of human life, from infancy through childhood to adulthood. 
Froebel, therefore, made practical and efficient use of available knowledges to 
produce a regulatory regime of truth and practice for the education of young 
children. 
Within this regime, he also managed to embed tightly connected discourses of 
motherhood and teacherhood, thus enabling and legitimising the place of women 
in the education of young children. Without the support and work of women, 
Froebel's kindergartens would not have existed. In many current early childhood 
texts, this point is left out of discussions of Froebel's Influence on practice (for 
example in White & Coleman, 2000 or Jalongo & Isenberg, 2000). I would 
suggest, however, that Froebel's Insistence, against the popular opinion of the 
early to mld-1800s, that women needed to be trained for their vital role In the 
education and care of young children has been hugely Important, inspiring in 
some a devoted loyalty (see also Brehony, 2000). This Is particulariy so given 
that this was still a time when men were dominant In education and women were 
struggling to gain equal access to educational services. 
Froebel's work was spread beyond the relatively small-scale German scene and 
came to dominate western practice through the efforts of the many women who 
had been trained in his ideas. After his death in 1852, both his wife and the 
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Baroness traveled extensively advocating for kindergarten education. Thus, his 
insistence on the central role of women helped create a space In which particular 
(middle class) women in Germany, England, Australia, New Zealand and the 
USA were able to find a legitimate position for themselves beyond marriage and 
home. These women were also able to take on positions of leadership within 
education, although such positions were strictly limited in the broader scheme of 
educational Institutions and discourses (Steedman, 1990). For example. In 
Queensland, Mary Agnew was employed by the Department of Public Instruction 
to advise on the setting up of kindergartens and train kindergarten teachers in- ^ 
Queensland at various times around the turn of the 20* century. Her appointment 
was largely based upon her British training In Froebelian methods, her inspection 
duties were restricted to kindergarten practices in schools and she was not 
required to submit a written report as the male 'District Inspectors' were 
(Queensland Pariiamentary Papers, 1910; See Chapter five for more detail). 
While various traces remain, including the ubiquitous block play of eariy 
childhood education, motherhood discourses, play as work and the word 
'kindergarten', Froebel's regime of truth and practice did not survive for long after 
Its Initial proliferation across England, the USA, Australia and New Zealand. By 
the late 1800s scientific knowledge was on the ascendant and the significant 
works of figures such as Darwin and Marx were impacting upon a range of 
philosophies, including those of education. Also at work during this time was the 
rise of discourses of liberalism (John Stuart Mill In England for example), 
renewed efforts for women's suffrage and the population crisis alluded to eariier. 
Developmental and progressive discourses of play 
Two significant discursive forces halting the march of Froebel at the turn of the 
20* century, particulariy in the USA and England, were the emerging scientific 
discourses of child study and the progressive discourses of democratic 
education. G. Stanley Hall is widely held to be the founder of developmental 
psychology. He studied in Germany under Wundt, who also taught Dewey, and 
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took up many of the evolutionary ideas of Darwin, transporting them to the USA 
and to the study of chi ldren (see www.DSv.pdx.edu/PsiCafe/KevTheorists/Hall.htm). 
The title of G. Stanley Hall's foundational child study essay. The Contents of 
Children's Minds, exemplifies the way in which this approach focused upon the 
making of children's minds observable, knowable and governable. G. Stanley 
Hall was the central figure in the child study movement, where discourses of play 
were embedded in ontogenetic discourses of biology, evolution and nature 
(Chung & Walsh, 2000). Within this, the link was made between the idea of pidy 
as natural and the notion of spontaneous play. The child study movement 
considered natural, spontaneous play to be following the evolutionary (and 
Instinctive) path of "man". That is. Hall theorised that ontology recapitulates 
phylogeny (Kagan, 1990). This Is a point also, where play of humans was linked 
into the play of young baby animals, thus building upon scientific, evolutionary 
explanations and rationalisations of play (see for example the Bruner, Jolly & 
Sylva, 1976 edited collection). 
As the eariy child study influences waned, developmental psychology began its 
dominance, focusing on play as a means of observing children and making 
rational, scientific and universal claims regarding their needs and development. 
Play in these studies was often based on the children of the researcher and/or 
studies of children In laboratories. Gesell's laboratory studies of children from 
birth to five years are a significant example of this work and Rose (1999a) has 
pointed out the disciplining and regulatory matrix such studies produced. The 
normative landmarks of eariy development as provided by Gesell (who was a 
student of G. S. Hall) remain significant in the regulation and governing of a 
'normal' childhood. 
More recently Piaget and Vygotsky's discourses of play and learning, despite 
their differences, have had a significant impact upon play and eariy childhood 
education. Highly Influential in eariy childhood education has been Piagets 
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notion that young children are active learners, and play holds a place of 
Importance in this context (although, as we have seen Froebel also considered 
children as active, developing learners - albeit from a different perspective). 
Early childhood educators simply needed to provide the 'appropriate' 
environment for young children and then stand by and observe them develop. As 
pointed out In the previous chapter, the Piagetian stages of Intellectual 
development, with a cognitive unfolding of the rational, scientific individual has 
attracted a great deal of critique. Vygotsky, who was Piagets contemporary, was 
one of these critics. While remaining respectful of Piagets noteworthy 
contributions to developmental psychology, Vygotsky devoted a chapter to this 
critique In his text Thought and Language (Vygotsky, 1962). 
Vygotsky (1978) argued that all play is bound by some form of rules for 
behaviours, and can therefore never be free. The rules he referred to were 
cultural and social and the example he provided is of a child playing with a doll. 
In playing a parent, the child will (most likely) abide by the particular cultural rules 
of parenting behaviours (Vygotsky, 1978: 94). Vygotsky did support the idea that 
young children learn through play; asserting that through play young children 
operate In their zone of proximal development and thus 'play can be considered a 
leading activity that determines the child's development (Vygotsky, 1978: 102). 
Play has, therefore, been at the centre of two of the most influential theories of 
learning in eariy childhood education. At a very superficial level, Piagetian 
discourses have remained the cornerstone for understanding the intellectual 
development of young children. While the addition of Vygotsky's socio-cultural 
discourses have encouraged eariy childhood educators to not only take a larger 
role In the play of young children through the Vygotskian idea of zone of proximal 
development, but also recognise that play is socially and culturally embedded. 
The combination of these divergent discourses of play within eariy childhood 
education may be considered problematic. Nonetheless they, and other 
developmental discourses such as those espoused by Erikson (social 
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development) and Kohlberg (moral development), are combined to bolster and 
defend the discursive production of play in DAP. 
Progressive discourses 
Another discursive source of free play in early childhood education, particulariy in 
the USA, emerged from 'progressive' educators such as those who followed 
Dewey (May, 1997; Forest, 1949). Although critical of some aspects of Froebel's 
kindergarten (e.g. the 'unfortunate' mysticism), Dewey nevertheless aimed to 
develop 'subprimary' classrooms In the 'spirit of Froebel' (May, 1997: 111-112>. 
Forest (1949: 114) in her textbook for eariy childhood educators described the 
progressive eariy childhood educators aligned with Dewey as they 
.. .started out feariessly to develop methods by which children learned 
through their own actual experiences, and as time went on more and more 
attention was given to experiences which children seek out and enjoy and 
less and less to experiences set upon because they were supposed by 
adults to be proper and valuable for children. 
As Forest goes on to point out, this approach caused much conflict and 
controversy in the eariy childhood educational community, particulariy amongst 
those who espoused the more overt regulation found in the Froebelian or 
Montessorian discourses. The progressive discursive legacy today is visible in an 
emphasis from many eariy childhood educators on free play and of a child-
centred, choice based curriculum (Monlghan-Nourot, 1990). 
Psychoanalysis and compensation 
As developmental psychology was gaining dominance In eariy childhood 
education during the first half of the 20* century, other significant groups of eariy 
educators were also emerging. The Nursery School movement was loosely 
based in progressive educational ideas and was also concerned with the mental 
and physical hygiene of young children. While the eariier kindergarten reformers 
in the USA had appropriated the idea of child-centred learning from Rousseau, 
Pestalozzi and Froebel by transforming it into 'free play', the Nursery School 
movement developed the notion of 'free play' even further via the work of Freud 
(May, 1997). Freud's psychoanalytical work encouraged the free self-expression 
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of the child, emphasising the potentially long-term negative effects of repression 
in the eariy years of life. 
Several women took up prominent positions within the production of 
psychoanalytic theories of young children, for example, Anna Freud (1931), 
Susan Issacs (1933), Maria Montessori (1946) and Melanle Klein (1964). In the 
writings of all these women there is a focus upon 'a scientific theory of Instincts, 
of the Unconscious and of the Libido' (Anna Freud, 1931: 104). They also make 
use of Oedipal narratives, connecting the child, the teacher, desire and fear. • ^ 
Play is again important In these psychoanalytic discourses and Issacs (1933: 
425) suggested that. 
The function of the educator with regard to play lies in the study of 
the normal interests and activities of the child at different ages, so 
that he [sic] may know how to supply those materials and 
opportunities and stimuli to play as shall give him the greatest 
fulfilment along all directions of his growth. 
Thus, the Ideas produced through psychoanalysis helped reiterate the 
foundations of a natural, free and necessary place for play in the development of 
moral and psychological health of the child. Such foundations remain a 
predominant force in the justification of the position of play in eariy childhood 
education. 
Compensatory discourses 
Linked in with the Nursery School movement Is yet another Important historical 
foundation for play, a compensatory discourse of eariy childhood education. In 
Australia, this discourse was particulariy influential between and immediately 
following the 'war years' (that Is, around the 1920s and then the 1950s and 
1960s), although its origins may be traced back to eariier philanthropic work with 
young children. Compensatory discourses are reflected In the view of eariy 
childhood educational Institutions as places where young children, most 
particulariy those living in poverty, may go to be compensated for their 
deprivation. 
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One example of the compensatory discourse is a study by Hartley, Frank and 
Goldenson (1952). The National Institute of Mental Health and the Caroline 
Zachry Institute, both in the USA, funded the study observing the exploratory play 
of young children with a focus on fostering 'mental hygiene' and 'healthy 
personalities'. Many institutions that grew up around such discourses not only 
attempted to Impart a sense of moral and physical hygiene to the young children 
In their care, they also trained mothers in various aspects of good (that is middle-
class) mothering. Play In these settings was explicitly linked to enabling the poor, 
angry, frustrated child to 'translate impulses, feelings, and fantasies into action -
to "play out" some of his [sic] problems' (Hartley, Frank & Goldenson, 1952: 4). 
Although critiqued, this discourse remains discernable in the USA through the 
ongoing television show Sesame Street; It also underpins the USA's eariy 
childhood programme Head Start. This discourse also needs to be understood In 
the broader sense of the USA governments concurrent welfare programmes 
during the 1960s, partlculariy interventionist strategies such as the War on 
Poverty (Rose, 1999b). 
As May (1997) has Indicated, this compensatory discourse has had particulariy 
powerful ramifications for mothers, as it fed into, and off, an onslaught of 'How 
To' mothering manuals. For eariy childhood educators, who are often middle-
class women, it reinforced the need for play in the lives of young children. It also 
contributed to the carefully structured use of play in eariy childhood classrooms. 
Dramatic play, block play, clay, finger-painting and water play are all described, 
in the Hartely et al. (1952) text in ways that many current eariy childhood 
educators would recognise, although not necessarily agree upon. 
When the compensatory aspects of the history of play are considered in relation 
to Queensland's specific case, recognition on behalf of eariy childhood educators 
would not be surprising. For example. The Creche and Kindergarten Association 
was initially formed by the elite of Brisbane, in an attempt to compensate the 
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poor for their deprivation. The discourse of compensation was a strand of the 
Influential arguments proposed in the 1967 report to the UK government. 
Children and their Primary Schools, commonly known as the Plowden report. 
This report was also influential in Australia, referred to by the federal Whitlam 
government and was cited in eariy documents and reports on the provision of 
preschool education in Queensland (see Chapter five for further discussion of 
this point). 
Early critiques of play 
In 1969 Phyllis Scott, a Research Fellow at Monash University, wrote in the 
Australian Pre-school Quarterly that play was, 
...rather like a parcel which Is treasured, guarded jealously, handed 
down through various eras, but not unwrapped for a good many 
years. Once, someone had a rough list of its contents. Somewhere 
along the line, this has been lost (Scott: 1969: 20). 
Scott goes on to question the educative value of play as it was then espoused, 
pointing out that play seemed to have become an end in itself, rather than a 
means through which young children might learn. She suggested that, 'our main 
claims are for play as a successful way of learning while this is our very weakest 
spot (1969: 28 original emphasis). In the same edition of this journal, Beth 
Stubbs the Chief Pre-School Officer in the Victorian Department of Health, 
argued that, 
Play has always been considered by kindergarten teachers to be the right of 
the child and we would reassert this. But it is not enough to refer in rather 
vague, global terms to the physical, social, emotional and Intellectual 
learning which Is taking place as children play. We need to know In specific 
terms what children are learning. We need to think carefully about our role 
in children's play (Stubbs, 1969:17). 
Scott and Stubbs were writing In the midst of broad social changes across 
western nations. In the Australian context, there was the beginnings of the 
Karmel Report in South Australia (the first education report from an Australian 
government that included preschool), rising numbers of women returning to the 
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paid workforce, and in Queensland the removal of the marriage bar in 1969 (the 
law which meant that women in the public service must resign on marriage). 
Childcare had become a federal issue, with the Child Care /\cf finally being 
passed In 1972. On the international scene, the Cold War and moon landing, 
student uprisings in Paris and the US were all impacting upon visions of the 
future and its possibilities. Within this were several Issues of debate surrounding 
the governance of eariy childhood education settings; issues that remain today, 
such as the division between care and education, appropriate teacher education 
and teacher/child ratios. 
What Is notable, however, is that alongside the dominant discourses of play there 
have been more critical views of play and Its educative value in eariy childhood 
settings. These eariy and critical discourses regarding play In eariy childhood 
have certainly been marginalised In the context of the dominance of 
developmental discourses, as were eariier critiques from sociological 
perspectives (e.g. R. King, 1978; Sharp & Green, 1975). Thus, it seems that 
there has been long term, but marginalised, resistance to the valorisation of play 
In eariy childhood education. 
To draw this section to a close I would like to acknowledge that this brief 
overview of some of the ways in which play gained such significance in the 
regimes of eariy childhood education, travels over much of the worid and glosses 
over Important economic, social and political developments. For example, eariy 
Ideas relating to eariy childhood education were entwined with increasingly 
widespread educational provision in western countries, particulariy some 
European countries and the US. Important also were the shifts amongst 
Romantic, religious, moral, charitable and medical (hygienic) bases for eariy care 
to a more broad, educationally based provision. The contingencies of two Worid 
Wars, the Cold War, depressions, recessions, technological developments and 
the women's movement have also impacted on the history of eariy childhood 
education and the position of play within its curriculum. 
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However, two Important points may be drawn from the discussion so far in this 
chapter. First, discourses of play have existed alongside and in competition with 
each other, emerging from various perspectives, with various ends In view and 
many eariy childhood educators' definitions of play are an eclectic combination of 
these discourses. Second, play has been established as a central pedagogical 
tool In eariy childhood education, from within various and competing 
understandings of childhood and pedagogy, since at least the late 19* century 
(Monlghan-Nourot, 1990; Scales et al., 1991; Chung & Walsh, 2000). 
Current discourses of play in early childhood education 
There remains little in the way of a clear consensus among eariy childhood 
educators regarding what constitutes play in eariy childhood settings. This may 
seem odd considering its professed position of profound Importance, but not so 
odd given the mossiness of its foundations. There are, however, at least three 
dominant discourses of play discussed in the eariy childhood literature: 1) a 
romantic/nostalgic discourse, 2) a play characteristics discourse and 3) a 
developmental discourse. I also note a fourth and less common discourse of 
play, one that is based upon play contexts and relations. This less common 
discourse of play tends to be the space in which more critical considerations are 
found. All of these discourses exist along side and in competition with each other 
and many of the infinite definitions of play to be found are various combinations 
of these ideas. I would also like to point out here that these discourses of play 
are all adult definitions, the variations between children's and adults discourses 
of play are taken up further on in this chapter in the section critiquing play. 
Romantic/nostalgic discourses of play 
In the eariy childhood literature many discussions of play resonate with 
commonsense regimes of truth about childhood and reflect a rather nostalgic 
construction of childhood. Sutton-Smith (1995), a significant scholar of play, 
refers to this as the 'play as progress' rhetoric. In this rhetoric play Is assumed to 
be always positive, the negative aspects conveniently being ignored. It is also 
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linked into notions of nature, where childhood Is a time of innocence and purity. 
Such Idealistic discourses of play may be traced back to those writing and 
working within the context of the Enlightenment and Romantic eras, especially 
Rousseau, Pestalozzi and Froebel. This idealism was also reflected In the 
nursery school movement In the USA, particulariy eariy in the 20* century 
amongst those who followed Dewey (Bloch, 1987; Piscitelll, 1992). Currently, a 
romantic/nostalgic discourse of play Is discernable in the lamentations of those 
who consider childhood to be lost or In crisis (e.g. Winn, 1984; Postman, 1994). 
This discourse of play is woven into the eariy childhood literature, often 
constituting a thread that links various definitions of play. 
Pellegrini and Galda (2000:64) point out that in eariy childhood settings, a 
romantic/nostalgic discursive construction of play means that, 
...there is little need for play to be cleariy defined and monitored in terms of 
Its classroom Implementation. It is often assumed that we all know what 
play is and that if teachers and parents say they are implementing a play 
curriculum, they must be. 
Writing from a cognitive developmental perspective, Pellegrini and Galda do 
Insist, however, that play can be (or needs to be) quantified and rationalised 
more successfully. As with many critiques of developmentalism, maintaining this 
position potentially leads to a unlversalising and homogenising of eariy childhood 
and the place of play In eariy childhood education. Thus, although I agree with 
their point, I remain wary of their tendency to favour developmentalism. 
Romantic/nostalgic discourses of play often take the form of an anecdote or 
story, for example, Wardle (2001: 1) writing about play as curriculum states that 
...many of our children do not have access to the natural play 
experiences we experienced as children. They don't walk in the 
park collecting leaves, throw stones in the water to see the ever-
expanding ripples, play racing-of-the-sticks under the bridge, build 
muddy castles on the banks of a cold stream, or create a frontier 
fort with their buddies. 
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Such a heavily gendered, classed and raced vision of childhood play almost 
renders tangible a vision in soft focus with expensive OshKosh clothing and 
smiling faces. It Is reflective, however, of the dominant western view that 
children need play; and of the emotional, 'commonsense' appeals used to ensure 
they get It (such as Cass, 1971; Caplan & Caplan, 1974; Moyles, 1989,1994). 
Many children do not have access to such play now and did not have access to 
such play In the past. Certainly, this play Is largely unavailable In eariy childhood 
educational settings. Regardless of this, the nostalgic sense of bucolic 
naturalness In such a view of play is regulariy transposed to these settings. ' ^ 
Once transposed to eariy childhood educational pedagogy, play Is broken down, 
divided up and constantly observed. After the emotional appeal above, Wardle 
(2001) goes on to divide play Into motor/physical play, social play, constructive 
play, fantasy play and games with rules, describing each in developmental terms. 
This division of play Into types reflects the dominance of developmental 
psychology (physical. Intellectual, emotional and social development) and tends 
to be based upon the developmental theories of Piaget and/or Vygotsky. 
A play characteristics discourse 
The romantic/nostalgic discourse of play is closely linked to discourses of play 
characteristics. Despite its various inconsistencies, a play characteristics 
discourse is very common. Two examples are, Monlghan-Nourot, Scales, Van 
Hoorn and Almy (1987: 15) who assert that play behaviours are characterised by: 
1) active engagement, (2) intrinsic motivation, (3) attention to means rather 
than ends, (4) nonliteral behaviour, and (5) freedom from external rules. 
Perry (1998: 9 original emphasis) while reiterating these characteristics 
adds a few more, 
Play is: 
Pressure free - players have a sense of freedom 
Intrinsically motivated 
Controlled by the players 
Free from external rules 
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Non-serious - In the sense that the consequences of play actions are 
not real 
Enjoyable 
Often social - but doesn't have to be 
Often in pretend or "as if mode 
These lists of play characteristics are a conglomerate of various constructions of 
childhood and the place of play in the lives of young children. Important sources 
for these characteristics are the romantic/nostalgic understandings of play as 
natural. Intrinsic and free, and progresslvlsm's version of 'free-play'. The 
'freedom' and 'intrinsic motivation' that are mentioned in both these lists are a • ^ 
reflection of this. The 'non-serious' or 'nonliteral' characteristics of play are also 
Important as they contribute to the reinforcement of the separation of play and 
childhood from adulthood and rational maturity. The play characteristics above 
are also unproblematlcally context free, and the childhood in which they exist 
tends to be cut off from social and contextual factors. 
It seems fairiy obvious that many of these play characteristics are not readily 
available in eariy childhood settings. On the simplest level, for example, most 
eariy childhood settings are regulated via a timetable that often includes inside 
and outside time, where the play children are enabled or constrained to engage 
with during these times is necessarily regulated. Inside time, for example, is 
usually divided up Into block area, home corner, wet area, puzzle table, collage 
table and book corner. 
Another example Is the popular management strategy of redirecting the 
inappropriate play behaviours of particular children - such as a child who is being 
rowdy in the block area being directed to the painting easels or to the playdough 
table. From an adult perspective this management of play behaviour is 
necessary and the child would most likely still be defined as playing at the new 
activity. However, in terms of the characteristics versions of play, the play may be 
no longer intrinsically motivated, no longer controlled by the players and not 
necessarily enjoyable. 
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A developmental discourse of play 
The most dominant influence on the many current discourses of play in eariy 
childhood education stem from a recipe made up of the developmental theories 
of Piaget and Vygotsky, with significant reference also to Erikson and Kohlberg. 
The initial DAP definition of play places Piaget in the centre. Thus, play is defined 
in the DAP text as, 
.. .a primary vehicle for and indicator of their mental growth. Play 
enables children to progress along the developmental sequence 
from the sensorimotor Intelligence of infancy to preoperational 
thought In the preschool years to the concrete operational thinking 
exhibited by primary children...in addition to its role in cognitive 
development, play also serves Important functions In children's 
physical, emotional, and social development.. .Therefore, child-
initiated, child-directed, teacher-supported play Is an essential 
component of developmentally appropriate practice (Bredekamp, 3: 
1987). 
Immediately clear in this quote is the use of developmental discourses. Also 
evident are references to Piagets stages of cognitive development: 
sensorimotor, preoperational and concrete operational. While the focus seems to 
be upon the cognitive in DAP, there are also references to the benefits of play for 
social, emotional and physical development. The reference to 'teacher-
supported' play links into the Vygotskian notion of zone of proximal development. 
This is commonly discussed within eariy childhood educational circles as co-
construction, that is, within a discourse of teacher and child constructing 
knowledge together. 
The DAP definition of play also reflects a Piagetian constructivism, where the 
child Is actively engaged In the learning process. In his text Play, Dreams and 
Imitation Piaget (1962) goes into some detail with regard to play. He lists (and 
critiques) some commonly held characteristics of play (Piaget, 1962: 147-167), 
reflective of those in the previous section. Central to the Piagetian discourse of 
play is his understanding of play as an extension of assimilation. For example, he 
suggested that 'play is assimilation of reality to the ego' (Piaget, 1962: 148). That 
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Is, play Is a means through which similar, but new, ideas can be practised and 
performed especially for very young children. 
These developmental discourses of play are understandably dominant, given the 
broader influence and significance of psychology In making sense of oneself, 
particulariy throughout the 20* century (Rose, 1999a). The developmental 
discourses of play evident in the DAP text, however, also suffer from the 
silences, exclusions and critiques of DAP and developmental psychology 
mentioned in the previous chapter. That is, despite an attempt to 'add on' socfal 
and cultural aspects of life, the play at issue here usually occurs In a social and 
contextual vacuum. Within this vacuum, the rational (white, western, male) child 
individually unfolds on the developmental journey to a finite adulthood. 
Contextual and relational discourses of play 
Far less common in eariy childhood discourses of play is recognition of the ways 
in which contexts and relations impact upon play activities. Perhaps this is due 
to the sociological turn such an understanding would require on the part of an 
eariy childhood field dominated by psychology. Significant amongst the eariier 
sociological versions of play is work by Nancy King. Her eariy Marxist analyses 
considered young children's understandings of play (1979), play as resistance 
(1982) and play in the workplace (1983). As Marxist analyses these papers dealt 
with issues of power, work and schooling with a top-down sense of power and a 
significant appeal to resistance from below. There were broader Issues 
influencing this agenda of resistance, as King was writing at time when Marxism 
was significant for the intellectual Left of the USA and as the cracks In Marxism 
were showing, particulariy from feminist perspectives. 
King's (1992) chapter in a foundational reconceptualising eariy childhood 
curriculum text discusses classroom contexts, historical contexts and societal 
contexts. In this later chapter she also begins to note the implications of gender 
in play. King (1992: 57) concludes this chapter by pointing out that 'one 
reason...adults provide play settings for children Is that it brings the adults 
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themselves satisfaction and joy to do so'. This certainly resonates with the 
romantic/nostalgic discourses of play, where the adult's satisfaction and joy in 
observing children's play are wrapped up in fond memories and idyllic moments. 
Such a view could also contribute to reasons for the valorisation of the positive 
aspects of play in eariy childhood settings to the exclusion of the potentially 
negative, boring and hurtful aspects of play. Although King's contextual and 
relational understanding of play recognises that no play takes place in a vacuum, 
and that teachers and researchers need to acknowledge this, it remains limited 
by a top-down, repressive view of power. 
This section of the chapter has discussed three of the dominant, and one of the 
less dominant, ways of thinking about play in eariy childhood education. The 
discourses of play discussed here function to produce and define particular 
spaces, activities and behaviours that are acceptable and thinkable In eariy 
childhood settings. The following section makes a critique of the dominant 
discourses of play considering the regulatory strategies that are used to define 
the boundaries of play In eariy childhood education. 
Critiquing play as a regime of truth, practice and thought in 
childhood education 
Play in preschools and other eariy childhood settings Is always already regulated 
by the physical space in which it occurs, the resources available and the 
presence of adults. Along with the Institutional space of school settings come 
relations of power between teachers and children, and between children and 
other children. Considering contexts and relationships, particulariy relationships 
of power, enables a consideration of the regulatory aspects of play. That Is, It 
enables a consideration of the governing of childhood both by adults and by 
other children in terms of gender, sexuality, race, class, school readiness, social 
competence and morals. 
Sutton-Smith (1995: 279) states that 'despite a fairiy limited payoff after 
thousands of relevant studies, we apparently continue to need to believe that 
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child play has some adaptive usefulness to children'. Anning (1991) and Bennett, 
Wood and Rogers (1997) assert that little empirical evidence has been found for 
the pedagogical value placed on play in eariy childhood. Anning (1991: 30) points 
out that play is one 'of those words that tends to be used at a slogan-like level by 
teachers of young children'. It thus seems that while there is a small voice of 
dissent regarding the pedagogical value of play, this is a marginal position and 
the importance of play remains a powerful regime of truth In eariy childhood 
education. 
In their study of teachers' theories of play, Bennett et al. (1997:1) critique the 
'long-established tradition which emphasizes the central role of play in eariy 
learning and development. Their point is that the rhetoric surrounding the 
position of play in the curriculum is rarely borne out in practice. In many cases 
the educative potential of play was not realised and they point to studies where 
play activities in eariy childhood settings have been found to be repetitive, often 
isolating, and recreational rather than educational. The teacher in such contexts 
was regulariy reduced to a role of monitoring and cleaning. Such critiques are 
reflective of the critiques cited eariier in this chapter, particulariy from Scott 
(1969). 
There are also critiques beginning to emerge in Australia (e.g. Fleer, 1998b; 
MacNaughton, 1998; Dockett, 1998; Danby, 1998). These studies maintain the 
position of play as central but are questioning its valorisation, partlculariy in terms 
of Its ethnocentrist and often masculinist underpinnings. Interestingly, Fleer's 
(1998b) chapter critiquing the dominance of western understandings of play is 
preceded by a one-page justification from the book's editor defending its 
inclusion In a text considering play in early childhood. Such a tentative approach 
to a critique of play in eariy childhood is again reminiscent of Scott (1969), who 
admitted to nervousness in unwrapping the parcel that is play, but insisted it was 
necessary nonetheless. 
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Here I discuss in a little more detail three critiques of play. First, I question the 
discourse of pleasure surrounding play in eariy childhood education. Second, I 
consider the use of play as a separating device, producing childhood and 
adulthood as separate and oppositional spheres. Third, and flowing from this is a 
consideration of the separation of play from work. This critique aims to render 
play In eariy childhood education less stable as a regime of truth, practice and 
thought Through such a destablisation, the power relations, regulation and 
management of eariy childhood educational practices may then be made visible. 
'It's all fun and games until someone loses an eye': pleasure, power and 
play 
Throughout the eariy childhood education play literature there Is an almost 
constant reference to the pleasure and fun of play while the potential for pain and 
distress is marginalised (e.g. Hughes, 1897; Monlghan-Nourot et al., 1987; 
Moyles, 1994; Perry, 1998). For example, 'Following rules and taking roles in 
play is a pleasurable, intrinsically motivated experience for children' (Monighan-
Nourot et al., 1987: 18) or 'Play comes naturally to 3-5 year-olds and is a 
thoroughly enjoyable activity' (Perry, 1998: 1). Play, however, is not always fun. 
As critical psychologist Erica Burman argues, 
...the glorification of play as functional, voluntary and co-operative 
soon turns out to be idealised, since this ignores the coercive, cruel 
and dangerous aspects of many forms of 'play', both in the form of 
personal hobbies or Institutional school activities (1994: 166, 
emphasis added). 
One ethnographic example of this is Danby's (1998; Danby & Baker, 1998) study 
of masculinities in a preschool block corner. This study discusses the ways in 
which young boys police and monitor their masculinity as they play in the block 
corner. Within this play context, threats of both symbolic and physical violence 
were very much a part of the play activity amongst the boys involved. The 
younger and smaller boys were the targets of these violent threats and the play 
session studied ended in their tears and calls for adult intervention. In this 
instance, for the younger and smaller boys, following the gendered rules and 
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roles of masculinity in the block corner could hardly have been considered 
pleasurable or even intrinsically motivated. 
Very eariy last century Vygotsky (1978: 92) pointed out that 'to define play as an 
activity that gives pleasure to the child Is Inaccurate for two reasons'. First, he 
argued, there are other activities the child participates in that may be enjoyable -
but not considered play. Second, play is not necessarily pleasurable in and of 
Itself. Indeed, even for some others who advocated play, such as Froebel and 
Montessori, the pleasure play may provide children was not a reason for its ' ^ 
inclusion in preschool curricula. For all of these influential Individuals working In 
different places at different times, play was a tool through which young children 
might learn - about their path to Unity (Froebel), about how to be human 
(Montessori), or how to develop Intellectually and socially (Vygotsky). Play was, 
therefore, the means to a managed end, spiritual, moral, intellectual or social. 
One reason for the current valorisation of play In eariy childhood education is 
offered by Bishop and Curtis (2001; see also Factor, 2001) who point out the 
tight discursive linking of 'tradition' with 'good'. Further, they assert that for some 
adults 'good' games are 'traditional' games, such as hopscotch, marbles, 
skipping, swinging, or Wardle's natural play (see p. 114 In thesis) of collecting 
leaves and skipping stones. Some adults may selectively remember such play as 
the play of their childhood. This nostalgic vision, however, conveniently forgets 
that 'practical jokes, initiation rites, games Involving forceful physical contact, 
racist and sexist joking, nicknaming and taunting, are equally as traditional' 
(Bishop & Curtis, 2001: 10). 
Policing the social life between children in the playground, including gender, 
sexuality and race, is an integral function of children's play (Thorne, 1993; 
Danby, 1998; Bishop & Curtis, 2001; Strandell, 2000). Play functions to manage 
and organise relationships between groups of children and, more significantly for 
this thesis, between children and adults. I am suggesting, therefore, that play 
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needs to be considered by eariy childhood educators in less Innocent and 
naturalised terms, for as Thorne (1993: 5-6) points out in her study of children's 
gendered play, she 'witnessed anger, sorrow, and boredom, as well as sport and 
jest. 
It is through a consideration of play in less romantic and innocent terms that play 
can be viewed as a form of regulation and governing of eariy childhood. In 
considering play from a perspective suspicious of its supposed naturalness and 
timelessness, I am thinking through 'the contingent conditions under which that 
which is so dear to us has taken shape' (Rose, 1999b: 60). Through such a 
perspective the pedagoglsing of play may be viewed as one Important way 
through which relations of power are maintained and perpetuated between 
childhood and adulthood. For as Foucault (2000/1977:120) states, 'What makes 
power hold good...Is simply the fact that it doesn't only weigh on us as a force 
that says no; it also...induces pleasure, forms knowledge, [and] produces 
discourse'. There is power, therefore, in the pleasure of play. This power is all the 
more regulatory for the dominant knowledges and assertions of truth that may be 
produced through the linkage of pleasure and play. 
Producing childhood and adulthood through discourses of play 
One regime of truth produced through the pleasure-play linkage is that play is 'a 
highly differentiated and separate activity - an activity that separates children 
from the real, adult worid' (Strandell, 2000:147). Strandell's point is that play is 
often viewed as something that children engage in while waiting to enter into the 
'real' adult society. Both Strandell (2000) and Thorne (1993) refer to the 
trivialisation of play when it is coupled with the word 'child', as in child's play. In 
this critique there is a sense that play is something easy, fun and therefore not 
rational, sensible or real. Perhaps this is a discursive echo of Froebel, who 
observed children's play and turned it to his adult purposes, redefining it as work. 
As Hughes (1897: 145) has suggested, Froebel emphasised that 'the love of play 
In the child should become the love of work in the man [sic]'. Sutton-Smith 
(1995) also develops this idea that play is a means through which childhood and 
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adulthood are understood as separate spheres. He points out that 'Children's 
play Is said to be innocent and adaptive. Adult play Is said not to exist (Sutton-
Smith, 1995: 280). His point is not that adults do not play, but that their play is 
more likely to be labeled as leisure, sport or recreation. 
The recent discourses of childhood being 'lost or 'disappearing' depend upon this 
separation of adult and child spheres (Scraton, 1997; Buckingham, 2000). The 
central arguments of 'lost childhood' discourses tend to revolve around panic and 
nostalgia as children are increasingly perceived to be accessing 'adult spaces; 
such as violence or pornography through new forms of media and 
communications (see for example the arguments of Postman, 1994; Meyrowltz, 
1985). Buckingham (2000: 13, original emphasis) asserts, 
...in the recent history of Industrialized countries, childhood has 
essentially been defined as a matter of exc/tvs/on...children are 
defined principally in terms of what they are not and in terms of 
what they cannot do. 
In eariy childhood education, the production and separation of childhood and 
adulthood occur, in part, through the valorisation of play as not only a central 
childhood activity, but also a the 'right of young children (e.g. Scales et al., 
1991). 
The concept of child's play contributes to the separation of children from adult 
society where play is a worid of its own with little connection to the 'real' adult 
world. Thorne (1993: 6) refers to the way in which a trivialisation of play and the 
resultant distance from the 'real' adult worid enables the consequences of power 
relations to be discounted. Sutton-Smith (1995) reiterates this position when he 
argues that through the separation of childhood play from adult play, similarities 
can be ignored and childhood play may be valorised and romanticised while the 
social and power relations evident in play are triviallsed. 
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Separating play from work 
As Harry Hendrick (1997, see also Buckingham, 2000; Scraton, 1997) has 
suggested, the production of separate child and adult worids has not occurred 
quickly, and It has not occurred in isolation from broader social issues. Several 
important factors have contributed to the separation of childhood from adulthood 
and play from work. Two suggested by Hendrick (1997: 42-47) are the production 
during the late 18* and into the 19* Centuries of the 'delinquent child' and the 
'schooled child'. Out of these discourses, particulariy in Britain and other western 
nations, laws were developed defining and regulating childhood. For example, 
legislation in Britain eariy in the 19* century concerning child labour prohibited 
particular employment situations for children under 9 and regulated the working 
hours of children aged between 9 and 13 (Hendrick, 1997). Towards the end of 
the 19* century, as discourses of the 'schooled child' became more dominant, 
universal, compulsory schooling legislation was enacted; In Queensland this was 
evidenced in the Education Act, 1875. These shifting discourses of childhood 
produced changing regimes of truth and practice through which children were 
regulated and within them the 'proper' place of children shifted fromi work to 
school. 
Creating the notion of play as the work of childhood has been one powerful 
regime through which childhood has been produced and separated from 
adulthood. For example, one eariy childhood text links play with work habits; 
When a parent complains, "All they do is play!" a teacher's 
response might be, "How fortunate you are. A child who plays hard 
Is learning to work hard. He [sic] Is establishing the work habits and 
values of a lifetime" (Lindberg & Swedlow, 1980: 3). 
Given this dominant adult discourse of play as the work of childhood, it is really 
not surprising that children's definitions of play are almost invariably linked to the 
level of adult presence and influence over an activity (R. King, 1978; N. King, 
1983; 1992). According to Nancy King (1992), from a child's perspective, there is 
little opportunity for play in any educational setting for as soon as the activity is 
'made educational' by the teacher it is no longer defined by children as play. King 
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found that even activities children enjoyed and defined as play when self-chosen, 
were defined as work when required by the teacher. In this way, play can be 
viewed as a preschool contradiction; it may be variously defined by adults as 
natural, intrinsic, pleasurable and vital to development; but it is also 'the real 
business of preschooling' (Romero, 1991; 132) or the work of childhood. 
Central to the work of children in a preschool setting is the discourse of school 
readiness (Bloch, 1987; Romero, 1991; Grieshaber, 1998). School readiness not 
only Involves being exposed to various adult defined prellteracy and 
prenumeracy activities and knowledges. It also involves learning how to 
successfully function in the Institutional setting of a classroom (e.g. A. Luke, 
1992). The knowledge of how to 'do' school; how to sit and listen to a story in a 
large group, remembering to put your hand up before you speak In a large group, 
having 'inside' and 'outside' voices are seen to be as important as preliteracy or 
prenumeracy skills. 
Learning to be 'school ready', however, may also Involve learning how to 
creatively resist classroom routines without being caught (N. King, 1982; 
Romero, 1991). Romero (1991: 129-130) suggests that children seemed to 
Actively challenge and attempt to redefine the organization of work and play 
In ways that incorporated their needs and interests in play. Thus play in the 
classroom becomes a form of resistance. 
She goes on to offer several examples of children resisting the classroom routine 
of clean up time, sometimes through play. She suggested that children resisted 
clean up time through beginning an activity they know will not be stopped by the 
teacher, such as painting at the easel, or by selecting to clean up those activities 
that could be rendered playful in the process. 
Through play, relations of power-knowledge and constructions of childhood in 
eariy childhood education may be analysed. These relations of power were 
touched upon by R. King (1978) in his sociological study of infant classrooms 
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almost twenty-five years ago. However, they do not seem to have been widely 
taken up in eariy childhood circles. As King emphasised then, play was (and It 
remains) largely defined and regulated by adults in eariy childhood settings. He 
pointed out the blurring between play and work In the various ways In which 
infant classrooms were governed, for example, play was used as a reward for 
working; play may be chosen - but work could not be refused; teachers defined 
when work was completed, and therefore when play could begin (R. King, 1978: 
20). King suggested that much of the play found In eariy childhood education 
settings is defined as such by adults, and the children are actively regulated, • ^ 
managed and governed through the adult separation of play from work. 
Play as pedagogy: governing early childhood 
Although some aspects of play are currently being critiqued in curricula terms 
(e.g. Fleer, 1998b; MacNaughton, 1998), there remains resistance to the notion 
that play in eariy childhood educational settings is a means by which adults 
regulate and manage young children. The guiding Idea of this chapter, play as 
pedagogy, is not a new concept. As already emphasised, play has been used in 
early childhood settings as a pedagogical tool, with particular ends in sight since 
first introduced in a major way by Froebel In the 19* century. Montessori wanted 
the children in preschools bearing her name to play, but not in free, creative or 
dramatic ways, rather It seems she wanted them to play in the 'right way - her 
way (Monlgan-Nourot, 1990; May, 1997). Further, the compensatory discourses 
of play were obviously regulatory, drawing on wider social Issues and political 
circumstances to produce preschool programmes, that not only managed the 
population of children living in poverty in various ways, but also their mothers. 
As can be seen from this chapter, the dominant discourses of play in eariy 
childhood education have shifted, merged, coagulated or disappeared at certain 
points over the last 150 or so years. Influences beyond the hallowed play space 
of the preschool have been significant in shaping the activity that occurs in that 
space. Government policy, rational 'scientific' research, commonsense regimes 
of truth, economic imperatives and popular culture, for example, have all 
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contributed to the political rationalities that function to regulate the conditions of 
possibility and technologies of governmentality available in preschool 
classrooms. 
In this final section of the chapter, I will make further links between 
governmentality, play and the arguments of the previous chapter and chapters 
that follow. To do this I will consider two mutually constitutive techniques of 
governance and regulation that have evolved In eariy childhood education, 
namely, the rationalising of play and the observation of play. These two 
techniques of governance have been, and remain, fundamental to the ways in 
which adults construct and manage eariy childhood education. 
Rationalising and managing discourses of play 
Through the rationalisation of play, a whole language has been created for 
describing the play of young children; for example as natural, spontaneous, 
pleasurable, developmentally appropriate, fine motor, gross motor, dramatic, 
parallel, free, rough and tumble, pretend, exploratory, representational, 
manipulative, block, water, sand, creative. As Is evident through the discussion in 
this chapter, it is important to understand play as a heterogeneous bundle of 
Ideas and knowledges that have been part of the production of various 
understandings of play, of childhood and of eariy childhood education. 
Importantly, however, this language enables talk and thought about what Is 
normal play, including age based phases of play and types of play; thus 
producing matrices of regulation that contribute to the formation of conditions of 
possibility for understandings of childhood in preschool settings. However, by the 
very definition of these matrices and templates for normalcy and practice, there 
are also created matrices of impossibility, radical exclusion and potentially violent 
foreclosure (Butler, 1993). 
The classifying, dividing and normalising of play in eariy childhood education is 
reflective of Foucaults arguments in Discipline and Punish (1977). That is, the 
more an activity is divided up, the more it is regulated, monitored and governed 
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(Dahlberg et al., 1999). Timetables, checklists, floorplans and assessment and 
observation proformas are all ubiquitous In eariy childhood education - young 
children often cannot even go to the toilet in eariy childhood settings without the 
potential for an adult gaze monitoring their 'progress', deciding if they are taking 
too long or just 'playing' around. Within this heavily regulated space, play has 
been a key concept through which adults have tried to produce, understand, 
monitor, regulate and govern childhood. 
The establishment of various matrices of play has been central to the productlbn 
and rationalisation of young children. These matrices are excellent examples of 
thought made rational, technical and practical; in other words, of making the 
greatest use of the most instrumentally efficient knowledges In the exercise of 
power (Gordon, 2000). In the west in particular, the DAP text (as discussed in 
Chapter three) has constructed an incredibly influential 'tableaux vivants' 
(Foucault, 1977: 148) of young children. The 'tables of life' found in DAP create 
an imaginary order out of complexity, messiness and disorder. Despite the 
critique DAP has received, particulariy as ethnocentrist and masculinist. It 
remains stubbornly embedded in the soul of eariy childhood education. If 
governing is thought made practical, then DAP could be considered as 
developmental psychology made practical. 
The conditions of possibility produced by matrices of play in eariy childhood 
education are bounded, predominantly, by the physical, emotional, intellectual 
and social developmental knowledges produced through DAP. This has been no 
simple process. As I have shown throughout both this chapter and the previous 
chapter, eariy childhood education has been built upon a heterogeneous body of 
knowledges. Most recently, however, it has been developmental psychology that 
has been the dominant manifestation of knowledge about young children. 
Kid watching: mapping preschool childhood 
...the purpose of 'child observation' is to assess children's 
psychological development In relation to already predetermined 
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categories produced from developmental psychology and which 
define what the normal child should be doing at a particular age. 
The focus in these observations is not children's learning 
processes, but more on the idea of classifying and categorizing 
children In relation to a general schema of developmental levels 
and stages. Viewed in this way, 'child observations' are a 
technology of normalization, related to constructions of the child as 
nature and as reproducer of knowledge (Dahlberg et al., 1999: 
146). 
Open any text on eariy childhood teaching practice and there will be a section on 
the importance of observations for planning an appropriate eariy childhood 
curriculum. Indeed, one text goes into great detail regarding ways In which this 
observational task may be managed; suggesting (with an accompanying photo of 
a woman wearing a small, frilly, embroidered apron) that teachers wear a small 
apron or tool belt that holds appropriate notepaper, 'stick-it notes and pens 
(Puckett & Black, 2000). Thus, as Walkerdine (1984: 162) has pointed out, and 
any eariy childhood teacher could tell you, 'observation of play Is singled out as 
an activity for the teacher to engage In'. Adults within eariy childhood education 
are trained to observe the play of young children in ways that identify a child's 
individual needs. This training is supported through a plethora of props such as 
developmental checklists and developmentally appropriate toys and equipment. 
A brief historical sense of child watching, or the mapping of childhood. Is 
necessary here. All of the major theorists of eariy childhood education 
mentioned throughout Chapters three and four have also pointed. In various 
ways, to the usefulness and necessity of child observation. Froebel produced his 
'Mutter Und Kose-Lieder' through observations of mothers and children. Towards 
the end of the 18* century and Into the 19* century, the keeping of journals 
recording the progress of their child's development was a very fashionable 
activity for educated women (Stainton-Rogers & Stainton-Rogers, 1992). While 
these journals followed Rousseau in that they were very personal and 
biographical, this method of recording the lives of babies and young children 
began to attract scientific attention. As Stainton-Rogers and Stainton-Rogers 
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(1992: 87) point out. In 1877 DanA/ln published a diary of his son's development 
entitled, A Biographical Sketch of an Infant. This text and others had a deal of 
Influence on G. S. Hall and gradually, observation as a tool for producing 
childhood became dominant. 
One reason for the reverence in which Montessori's work was held was the 
detailed and scientific observations from which she developed her methods and 
apparatus. Skinner's Behavourist theories were based. In part, on his 
observations of his own daughter in her (infamous) 'baby box' (Stainton-Rogers & 
Stainton-Rogers, 1992; see also Skinner's Walden Two, 1962). While Piagets 
Play, Dreams and Imitation in Childhood{^9Q2) Is packed with his observations 
of young children in various settings. Including his own children at home. 
Watching children, therefore, often In isolated laboratory settings, has been a 
cornerstone of psychology and its assertions regarding children's development 
through progressive stages of growth. The dominance of psychological 
discourses in eariy childhood education has thus ensured the dominance of 
observation, particularly of children's play, as the key means by which teachers 
regulate young children. 
I would support the position of Dahlberg, Moss and Pence (1999) in the quote 
that began this section, that observation in eariy childhood is predominantly 
about mapping each individual child against developmental templates, such as 
DAP, thereby judging their normalcy or othenA/ise. I would extend this thought to 
assert that this has been an astoundlngly successful technology for governing 
preschool childhood. While the often romantic and nostalgic language of play as 
described eariier In this chapter is evident in eariy childhood educational texts 
and settings, it is the DAP version of play that currently dominates practice. One 
example of this is the story of 'Anne' in MacNaughton's (2000: 64) study of 
gender and eariy childhood. Anne built her classroom programme upon the 
developmental observations of individual children that she diligently collected, as 
per her teacher education. Gender, and other social aspects of Identity formation. 
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were radically excluded from the DAP picture created through the observations. 
Viewing her classroom practices through a 'gender lens' was therefore a 
significant shift for this particular teacher. Particulariy telling In this story is Anne's 
reference to DAP observations as normal, where gendered observations are 
something to be done apart from the 'normal DAP' classroom processes. 
It may be asserted that the regime of observation and play in eariy childhood 
education also functions to regulate the adults who work in this setting. 
Walkerdine (1992) protests that the expectation that eariy childhood educators' 
should monitor and observe each Individual child for developmental progress is 
an Impossible fiction, and further that this sets teachers up to fail. In Queensland 
government preschools, the preschool teacher Is in contact with up to fifty 4 to 5 
year old children each day, depending on the timetabled Even observing rotating 
groups of young children In any depth Is an overwhelming feat under these 
circumstances. Several of the participants in the Grieshaber, Halllwell, Hatch and 
Walsh (2000) study of the role of observation In the work of teachers, reiterated 
the impossibility of this expectation. Grieshaber et al. (2000: 48) go on to report 
that the 'time constraints associated with eariy childhood teaching limit what is 
possible or practical' In terms of observations. 
Cleariy evident In the emphasis placed upon observation is the persistent belief 
that through play young children make the contents of their minds known 
externally. Grieshaber et al. (2000: 45) point out that 'in one-third of the incidents 
where teachers said that child observation was critical to their decision making, 
the primary purposes was [sic] to make an assessment about 'development, 
progress, weakness and so on". That this is an adults regulated Interpretation of 
a regulated childhood Is usually ignored. 
' Preschool classes are a maximum of 25 children, two sessions of full classes a day equals 50 children. 
Some preschools have a 5 day fortnight, which puts them in contact with the 2 groups of 25 children for 5 
full days a fortnight. 
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Conclusion 
The space of child's play is one of the sacred spaces of modern life, a realm 
rationalized and promoted by psychology, a domain celebrated and 
perpetuated by literature, a sphere served and stocked by innumerable 
products (Brown, 1999: 76). 
Eariy childhood educators operate within a discursive regime of rarely challenged 
'commonsense' understandings of the importance of play In childhood. The 
educative discourse of play, based in a combination of romanticism and 
developmentalism, is used to regulate parents (particulariy mothers), teachers of 
young children (mostly women) and childhoods. This chapter has taken the 
opportunity and tools provided through a genealogy of governmentallty to begin 
unwrapping the commonsense regimes of truth surrounding the sacred space of 
play in eariy childhood education. Thus, this chapter has provided a genealogical 
overview of some historical aspects of play and eariy childhood education. It has 
also considered the discourses that currently produce and dominate thought and 
practice about play in eariy childhood education. Finally, the chapter concluded 
with an interruption to these dominant discourses of play, considering instead the 
regulatory and governing aspects of play via the notion of play as pedagogy. 
Taken together, this chapter and the previous chapter have provided an overview 
of the dominant language, thought, authorities, tactics, strategies and practices 
that have formed and produced the regimes of truth, practice and thought in eariy 
childhood education. The following chapters provide a specific case study of the 
ways In which these rationalities and knowledges of eariy childhood education 
have been made practical in Queensland government preschool settings. I take 
three moments of significant change and disjuncture: the eariy 1970s when 
preschool was first provided through Queensland's government school system, 
the mid 1990s when mandatory curriculum guidelines were introduced, and the 
current moment as the trial of a full-time preparatory year becomes part of a 
multi-faceted plan to advance the Queensland governments 'Smart State' 
agenda through education. 
133 
///. PRODUCING AND MANAGING 
PRESCHOOL EDUCATION IN 
QUEENSLAND GOVERNMENT SCHOOLS 
Practical, pragmatic and patriarchal: managing 
the provision of preschool in Queensland 
government schools 
1875-1975 
The previous two chapters of this thesis have been concerned with providing tHe 
broad discursive background on which the dominant political rationalities of 
preschool education have been built. In this chapter, and the chapters that follow, 
I turn to a specific study of the initial provision of preschool education in 
Queensland. I aim to provide an account of the ways in which the knowledges 
and rationalities discussed in Chapters three and four were made practical and 
technical in this provision. I am thus asking questions suggested through the 
work of Rose (1999b); who were the authorities that provided the discursive 
frameworks for preschool education in Queensland and what objectives did they 
want to achieve? Further, I consider the strategies and techniques of government 
that were invented to achieve these aims. 
To elaborate on these questions requires knowledge of the regimes of truth that 
surround preschool education in Queensland. A substantial aim in this chapter, 
therefore, is to analyse the particular discursive terrain on which preschool 
education in Queensland has been built. Such a study enables the production of 
a picture that reveals the contingencies, accidents and coincidences that have 
contributed to the dominant contemporary understandings of preschool education 
in Queensland. 
The chapter is divided into three sections. First, 1 very briefly address relevant 
aspects of the Australian federal political system. Noting the establishment and 
operation of Australia as a federal nation state is important as this arrangement 
has many implications for the governing and managing of preschool education, 
both politically and constitutionally. Secondly, I provide an overview of the 
dominant eariy childhood discourses circulating through Queensland during the 
period between 1875 and the end of the 1960s. This second section aims to 
provide an explication of some of the pertinent regimes of truth and power 
relations that were functioning during this time. Finally, I go into some detail 
regarding the conditions of possibility for the provision of preschool education In 
Queensland government schools around 1972. Here I make links between the 
regimes of truth and knowledge of eariy childhood education and how these were 
taken up by the then Queensland government as political rationalities to be made 
technologies of practice. 
Prelude: a federal nation state 
Before entering into a discussion of preschool provision in Queensland, it is 
necessary to very briefly point out some relevant specificities of Australia's 
federal political system. In 1901 the Australian colonies came together to form 
the Commonwealth of Australia. The Constitution of Australia written at this time 
defined the responsibilities of the Commonwealth government (see 
www.aph.qov.au/senate/qeneral/constltution.index.htm). These responsibi l i t ies were 
mostly issues relating to the national interest, such as defence and immigration. 
In the formulation of the constitution at this time, the states retained many 
residual responsibilities including education, police and health. Given this 
divvying up of government functions between the states and the Commonwealth, 
White (1987) argued that the formation of the Australian federation may be 
viewed as economically and politically expedient, serving to contain nationalist 
sentiment while also shoring up the aspirations of the Empire. Further, White 
suggests that the exclusion of education from the constitution as a matter for the 
federal government reflects this, as education has historically been a foundation 
for nation building. However, a further point to make is that by the 1870s all the 
colonies had established free, compulsory and secular education systems. For 
the newly established federal layer of government to take this over would 
probably have seemed unnecessary. 
136 
Australian participation in various wars has played a central role in the formation 
of the Australian nation in very broad citizenship terms (White, 1987; Watson, 
1990; Crawford & Maddern, 2001). This participation has also been central to the 
production of ongoing governance Issues. Issues central to this thesis. Including 
motherhood, education and the care of young children were produced, defined 
and redefined in relation to the nation's needs. Further, this regime of citizenship 
was produced by white, Anglo, wealthy men; often with colonial ties to London 
(White, 1987). The discourses of prosperity, growth and equality that such men 
espoused were founded in discourses of Empire, of Christianity, patriarchy and 
protectionism (Maddern, 2001). 
The formation of the Commonwealth of Australia, however, was not without 
resistance. Maddern (2001: 10) for example, refers to the 'deep and bitteriy 
contested diversities, of class, gender, ethnicity and combinations of all three'. 
Maddern (2001: 11) goes on to point out that 'most women and almost all 
Aboriginal people were excluded from the formal democratic decision-making on 
Federation'. Eveline (2001: 177) asserts that there are 'many models of 
Australian citizenship, from the marginal to the dominant. A consistent axis of 
marginalisation has been gender. Yet that gender has always had a colour'. The 
Anglo-centric, racist discourses of citizenship that pen/aded during this time were 
reflected, for example, in Queensland's overall lack of education for Indigenous 
children (Grimshaw, Lake, McGrath & Quartly, 1994). However, these racist 
discourses also encompassed Asian peoples. For example, when a mothering 
allowance was introduced In the 1910s Aboriginal mothers and Asian mothers 
were ineligible, and were thus excluded from the motherhood promoted by the 
federal government (MacKinnon, 1997; Eveline, 2001). 
Twined together with these Anglo-centric discourses of motherhood was fear 
surrounding the perceived decline in birth rate. This was a concern with the 
decline in white birth rate, since concurrent with this 'population crisis' was a 
paternal and protectionist prediction and acceptance of the dying out of the 
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Aboriginal peoples. As Grimshaw, Lake, McGrath and Quartly (1994:146-147) 
assert, 'By the late nineteenth century most anthropologists...believed that 
Aborigines would Inevitably lose In the struggle for survival of the fittest. This 
obviously Darwinian discourse fitted in with colonial concerns and produced 
policies and programmes that have ongoing implications for current Australian 
citizenship and governmental regimes (Grimshaw et al., 1994; Bird, 1998). 
Combining dominant masculine discourses of citizenship with a declining (white) 
birth rate produced a concern with equating the fitness of the mother with the ., 
fitness of the Empire (MacKinnon, 1997; Long, 2001; Summers, 2002). These 
'population crisis' discourses and the role of 'selfish' and 'egotistical' women in 
this crisis were imported from across the British Empire and the USA 
(MacKinnon, 1997; Crawford & Maddern, 2001; Summers, 2002). In a speech to 
the National Congress of Mothers in 1905 in the USA, President Roosevelt had 
argued that 'for the mother, her very name stands for loving unselfishness and 
self-abnegation, and, in any society fit to exist, is fraught with associations which 
render It holy' (Bell & Offen, 1983: 140, my emphasis). Such masculine 
discourses linking motherhood with citizenship dominated, although women and 
men tended to interpret these discourses in very different ways (see for example, 
MacKinnon, 1997). 
The Constitution of Australia has remained largely unchanged since Its drafting In 
1901, and referenda to amend the Constitution are notoriously difficult to pass. 
However one significant amendment, particulariy for the funding of education in 
Australia, has been the uniform tax law. This law. Introduced in 1942 during 
Worid War II, was part of the 'war effort'. As defence is a federal issue, It was 
deemed necessary to gather together all the financial resources possible and 
funnel them to Canberra to fund the war. Thus, this law was significant as it 
enabled the federal government to collect taxes from Individuals across the 
nation and redistribute these funds to the states and territories. The retention of 
this law has also meant that the federal level of government now has a far 
greater revenue raising capacity than the states or territories, and can exercise 
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some degree of influence over state responsibilities via funding arrangements 
under constitutional law if it should choose to do so. The financial imbalance 
created through the uniform tax law Is referred to as the 'vertical fiscal imbalance' 
(Whitlam, 1985; Davis, Wanna, Warhurst & Weller, 1993). 
In the face of this funding imbalance, areas of the states' residual constitutional 
responsibility are usually vigorously defended from perceived interference by the 
federal government. Historically at the federal level of Australian politics the 
major conservative parties, the Liberal/National coalition, have tended to keep., 
their distance from state and territory affairs. The less conservative Labor party, 
however, has usually operated a more Interventionist state, particulariy with 
regard to issues of equity and social welfare (Lingard, 2000). Since the 1940s, 
however, the interests of the federal government, regardless of political colour, 
have gradually become Intenwoven with the states' interests. It now seems that 
the federal government has policies and programmes impacting upon all areas of 
state responsibility, for example, there is a federal Minister for Education and a 
federal Minister for Health, both portfolios that are primarily the responsibility of 
the states. 
This is a complex arrangement. One example of the potential complexity of this 
arrangement Is the care and education of young children (Brennan & O'Donnell, 
1986). The relationship between Australian governments (federal, state and 
territory) on this issue has been rather fraught. Since the federal governments 
official entry into the childcare fray with the Child Care Act 1972, the relationships 
have become particulariy complex and messy. The federal government is 
responsible for regulating private and community based childcare centres -
including the preschools they operate. Thus, the federally funded National 
Childcare Accreditation Council (NCAC) operates to regulate childcare centres 
across Australia through the Quality Improvement and Accreditation System 
(NCAC, 2001). The Queensland government, under separate state legislation. Is 
responsible for licensing various childcare centres for operation (see 
Queensland's Child Care Act 1991). It is conceivable, therefore, that the federal 
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government can approve accreditation for a provider to operate while the state 
will refuse Its license - or vice versa. The funding arrangements under these acts 
are sometimes quite staggeringly complicated. 
I suggest that the distinction between discourses of the care or of the education 
of young children is of great Importance in these debates. If the discourses, 
practices, regulations and physical spaces of care are dominant, then the Issue Is 
seen to be appropriate to the agendas of both the state and the federal 
governments. The discourses, practices, regulations and physical spaces that, 
are deemed educational, however, are vigorously defended from the federal 
sphere to remain within the governing realm of the states and territories. 
The states and territories retain the dominant (around 89%) financial and policy 
Input into the government schools. Including government preschools. Child care 
is a separate issue, however; it is not necessary to delve further into the 
complexities of these funding and policy relationships here, but see Brennan and 
O'Donnell (1986) or Brennan (1998a & b) for further discussion. Important for the 
central arguments of this thesis is an awareness of the fractured, factionalised 
and hugely complicated power-knowledge relations between stakeholders In the 
care and education of young children In Australia. However, while the themes of 
this thesis need at times to engage with discourses of both the care and the 
education of young children, I am centrally concerned with the provision of 
preschool education in Queensland's state government schools. 
This prelude has pointed towards some of the dominant discourses that impacted 
upon the establishment of Australia as a federal nation state. The dominant 
discourses of paternalism, citizenship and motherhood were produced from a 
white, masculine and Anglo-centric elite. Within such a regime Australian 
Indigenous peoples were radically excluded. They were not counted as citizens 
and were therefore unable to exercise citizenship rights, such as voting, until a 
1967 referendum that changed the constitution. The Commonwealth of Australia, 
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therefore, was established within the complexities and constraints of loyalty to the 
Empire and the stark realities of the Australian environment. 
Importing discourses of the Empire 
Queensland became a separate colony from New South Wales in December of 
1859 (Wyeth, c1950). In the years between separation and the early 1870s 
educational provision was largely debated within conflicting discourses of church 
and the state; that is, within the competing discourses of religious or secular 
education. Church leaders, partlculariy the Anglican Bishop in Brisbane had 
significant input Into the dominance of religious discourses of schooling at this 
time (Wyeth, c1950). After long debates, and the return of the Influential Anglican 
Bishop to England, the Education Act 1875 (Qld) was passed legislating free and 
secular state funded primary education from age 5 through to 12 years 
(Queensland Government, 1998). However, the Issue of full-time compulsory 
primary education was more divisive and was not enacted until 1900. 
At this time Queensland was still operating as a colony of the British Empire. 
Many features of Queensland life during this time meant that while some 
concerns of the Empire (such as universal education) were mirrored In the colony 
of Queensland, the reality was often overwhelmed by the harsh and isolated 
living conditions. The provision of education for young children, therefore, while 
reflecting in part the concerns of the Empire, was also taken up and woven 
through with local concerns (Scott & Gillespie, 1995). 
For example, predominant amongst the local Queensland concerns in the late 
1800s was day-to-day survival. In the very difficult living conditions found in most 
parts of the Queensland environment children were useful for the dally 
maintenance of life. Education, therefore, was not highly valued (Wyeth, c1950). 
Thus, Queensland was rather slow in creating a state funded and operated 
system of schooling, and both distance and isolation were major factors in this 
regard. As J. D. Story (1915:11), then Under Secretary for Public Instruction 
pointed out. 
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Queensland contains 670,500 square miles, a total population of 
683,500, a primary school population between the ages of five and 
fifteen of 140,000. Some of the cattle and sheep holdings contain 
neariy 3,000 square miles each, and some of the schools are a 
journey of not less than two weeks from the Departmental base. 
The size of Queensland will perhaps be better understood when It 
is realised that the area is more than five times that of the British 
Isles, and Is neariy as large as Germany, France, and Austria-
Hungary combined. 
The Queensland government responded to these conditions through the 
provision of a variety of schooling options, while children were to attend full time 
school where possible, in other cases the school came to the child. Thus began 
an eclectic and uneven system of travelling teachers, Saturday schools, weekend 
schools and the camp schools that were specifically developed for the children of 
workers on the extensive railway construction scheme (Story, 1915). While a 
primary education was legislated as universal and compulsory, very few children 
moved on to secondary studies at the grammar and church schools (which 
required the payment of fees or the award of a scholarship). A very limited state 
operated secondary system of schooling was not commenced until 1912. By 
1915 there were six state secondary schools, all of them in major rural towns of 
that time. In terms of tertiary education, legislation regarding the establishment of 
the University of Queensland had previously been passed in 1909\ 
While masculine discourses of Empire and patriotism pervaded the provision of 
primary education and the slowly expanding secondary, tertiary and technical 
education systems (Story, 1915; Hardacre, 1918), preschool education continued 
to be subsumed within discourses of philanthropy, mothering and hygiene 
(Logan, 1990; Grieshaber, 1992). To address these discourses of preschool 
education there are two thematic axes I wish to pursue. First, I will briefly explore 
the various abortive attempts to Introduce the methods of Froebel into the Infant 
schools of Queensland. Second, I will address the manifestation of philanthropic 
discourses in eariy childhood education in Queensland. 
' The Kindergarten Training College in Brisbane was estabiislied in 1911, however, the shifts and turns of 
preschool teacher education in Queensland is worthy of a genealogy of its own and is not followed up in 
the context of this thesis. 
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Disasters, depressions - and Froebel 
During the late 1880s the colony of Queensland had sunk Into broad levels of 
social unrest and dissatisfaction. Discourses of despair following a series of 
floods and droughts were tangled up with disputes over isolation, railways, 
'coloured [sic] labour and the spread of the rabbit pest (Wyeth, c1950:137). It 
was within this context of general and widespread unrest that a Royal 
Commission Into the Civil Service, including education, was called for. This Royal 
Commission pointed to many deficiencies in the education system of Queensland 
(Wyeth, C1950; Logan, 19891; Grieshaber, 1992; Ross & Gillespie, 1995). 
The standards of infant education were among these deficiencies. Consequently, 
the General Inspector (In title, he did not directly inspect schools In Queensland) 
was sent to visit the colonies of Victoria, South Australia and New South Wales to 
report on the methods of Froebelian kindergarten work in place. Ewart, the 
General Inspector, was unpopular among the teachers and his colleagues, and 
was described by Wyeth (c1950: 142) as a 'petty martinet who had lost touch 
with teachers and their difficulties'. Ewart's report on kindergarten was rather 
negative, citing unfavourable teaching conditions and lack of training that led to 
the children becoming frequently bored and unruly (Logan, 1981; Grieshaber, 
1992). Nevertheless, he did make the recommendation that kindergarten 
methods be introduced in a small, experimental way in a few infant schools. 
To achieve this recommendation, Mary Agnew, a trained eariy childhood 
educator from England was appointed to the Department of Instruction in 
Queensland in 1891. Mary Agnew had been in Australia for about a year and was 
teaching locally in Ipswich (Ipswich is around 30-40 Kilometres to the south west 
of Brisbane). She was recognised as the most qualified local teacher capable of 
implementing a kindergarten training program for teachers based upon her British 
training In the methods of Froebel (Grieshaber, 1992). Mary Agnew's 
appointment as the Departmental authority on kindergarten education was 
explicitly linked into her 'Englishness' and her knowledge of Froebelian methods 
(Grieshaber, 1992; Logan, 1990). Her position was thus reflective of both 
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discourses and ties with the Empire and dominant kindergarten discourses. Of 
course, gender was also at issue here, Mary Agnew being the only woman 
holding such a senior, and as it turned out, tenuous position In the Department 
Mary Agnew's appointment lasted only until 1893 when, due to the depression at 
this time, the government announced that no children under the age of six would 
be admitted to state schools. The historian Wyeth (c1950:147) describes these 
times. 
Despite precautions and a great deal of talk the crash finally came 
in 1893. This was to prove a black year in the Colony's 
[Queensland's] history. In February, two unprecedented and 
widespread floods in close proximity caused enormous losses. 
They were succeeded by a period of drought which broke with a 
smaller, though still heavy, flood In the south-eastern districts. Any 
one of the three disasters was In itself almost beyond the capacity 
of the Colony to bear, and the three In conjunction brought ruin to 
thousands. Banks failed, and a major depression ensued with Its 
attendant poverty, unemployment, decline in morale, unhapplness 
and lack of interest in culture. 
Thus, these were sporadic years for the education of all children, and of young 
children In particular. It was not until a decade later In 1903 that Interest in 
kindergarten education was reignited within the Department of Public Instruction. 
Following reports to the Department that teachers in some schools were 
Implementing kindergarten programs without 'correct training, the government 
decided to Intervene. At this time Mary Agnew was reappointed to inspect the 
kindergarten (and needlework) programs in schools across the state - of which 
there were only seven (Logan & Clarke, 1984). Grieshaber (1992) suggests that 
her reports point towards a prevalence of a fundamentalist interpretation of 
Froebel's methods; that is, a highly regulated and structured approach centering 
on a selection of the gifts that tended to neglect the Mother songs and games. 
Despite the reappointment of Mary Agnew and the permission granted to several 
schools to implement a kindergarten program, the education of young children 
remained marginalised until around 1909. At this time R. H. Roe, then Inspector-
General of Schools In Queensland, took up the Froebelian kindergarten cause. 
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He commented in a speech to the Annual Meeting of the National Council of 
Women, Queensland, on the children he saw, 
...come into the school numbed in body with the cold, but still more 
numbed in soul with the spiritual cold that had reigned in their 
homes outside. At first these sat with dull and vacant faces, 
passively inert and dead to all outside Influences, and gradually the 
sympathetic voices of the teachers and the soothing sounds of soft 
music and the merry laughter of the other children thawed the 
hearts of these sad little ones: first came awakened Interest, then 
smiles and brightness, and finally self-forgetfulness and 
abandonment to the joy of sharing sympathetically in all that was 
going on around (Roe, 1909: 276). 
Such a perspective, delivered by a very senior bureaucrat, augured well for the 
progress of kindergarten in Queensland's state schools. It was a point of view 
that reflected the dominant philanthropic attitude to the care of young children 
spiritually and morally benumbed by their poor surrounds. It also folded In very 
neatly with the concurrent establishment by philanthropists of the Creche and 
Kindergarten Association of Queensland. This Association has come to occupy a 
dominant position in Queensland's provision of preschool and is discussed 
further in the following section. 
Within the context of this highly ranking Departmental support, Mary Agnew was 
granted leave In 1910 to travel to Britain, visiting kindergartens and updating her 
kindergarten training (Logan, 1990; Grieshaber, 1992). Agnew's trip to Britain, 
rather than the USA where child study and developmental psychology were 
gathering significant status, probably presents a reflection of the ongoing 
dominance of the Empire In Australia as an authority on governmental matters. 
On her return Agnew organised a committee to investigate kindergarten 
education in Queensland, retaining Froebelian discourses but aiming to shake up 
the fundamentalism that pervaded practice in Queensland (Grieshaber, 1992). 
However, despite interest from senior bureaucrats such as Roe, preschool 
education was again marginalised and gradually declined as Worid War 1 
approached (Clarke, 1985). 
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Through this time the Department of Public Instruction had been largely 
unsuccessful in providing kindergarten education for children before school age. 
As pointed out, despite various degrees of support for this provision at high levels 
in the Department, interest in kindergarten waned considerably during the 1910s. 
While Worid War I certainly impacted upon this, it may also be connected to the 
concurrent and competing rise of philanthropic organisations, formed and run by • 
educated upper and middle class women to serve the poor areas of large cities 
across Australia. With the rise of these organisations the education of young 
children may have been taken off the Department of Instruction's hands. Many^of 
the women who formed these groups were surrounded by discursive regimes of 
truth regarding women that propelled them, 
...into philanthropic activity well beyond the orbit of the immediate 
family, to assist, monitor, and instruct the less fortunate'. The 
extent of such philanthropic activity...was enormous, encompassing 
such wide-ranging areas as relief of the poor, 'reclamation' of 
prostitutes, and children's education (Long, 2001: 103). 
Through much of the 20**^  century, philanthropic discourses were to become the 
dominant regime in which practices of eariy childhood education were produced 
in Queensland. 
Philanthropic discourses 
In Queensland, the most enduring philanthropic organisation to take up the cause 
of young children was the Creche and Kindergarten Association of Queensland 
(the C & K). The C & K was one of several Australian organisations that grew up 
within discourses of philanthropy and It followed on the heels of similar 
movements In other states (Spearritt, 1979; Brennan & O'Donnell, 1986). The C 
& K was founded In 1907 and was unique in that it catered for the needs of 
babies through to kindergarten children, rather than specialising in either babies 
or kindergarten children as other Australian organisations did (Brennan & 
O'Donnell, 1986). As the major organisation aimed at the care and education of 
young children before school age in Queensland, the C & K's philosophy and 
ideas have been sought, and reproduced, in the development of the 
governments preschool provision. In the words of Brennan (1998b: 83) 
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organisations such as the C & K 'became the acknowledged standard-setters in 
matters relating to young children'. An overview of the discourses In which the C 
& K operated, and continues to operate, is therefore necessary. 
Fazldeen (1997:1) states that 'The Creche and Kindergarten Association of 
Queensland was established in 1907 to specifically support underprivileged 
families In the Brisbane area'. The formation of the C & K was initiated by the 
Reverend Loyal Lincoln Wirt who passed through the poor areas of Brisbane on 
his dally travels to and from his church. It was the visibility of poor children on the 
streets of poverty stricken inner city areas, and attendant discourses that linked 
poverty with sickness, crime and immorality that aroused his philanthropic action 
(Logan, 1990). The children who attended the C & K centres were mostly poor 
children and children whose mothers 'had' to work. At a C & K centre the 
children were fed, cared for or educated while mothers were instructed in how to 
properiy care for their children (Logan, 1990). Although based in a noblesse 
oblige philosophy, the operations of the C & K were thus focused upon education 
as well as care. 
Initial support for the C & K was via wealthy upper and middle class patronage, 
many were the wives of leaders in Brisbane society and government. As Logan 
(1990:1) states, 'the association in its first decades can readily be seen as an 
instrument of the State and, more generally, as an instrument of society's 
governing elite'. In this sense it was very much a source of charitable work for the 
ruling classes and its services were reminiscent of the charity or ragged schools 
in the UK (Hilton & Hirsch, 2000). 
Social activism on the part of white, middle class women had been increasing 
across Europe and filtered into Australian states through the late 1800s and eariy 
1900s (Long, 2001). As Bell and Offen (1983), Steedman (1990) and MacKinnon 
(1997) all illustrate, activism on the part of educated, middle class women was 
not a homogenous cause. For example, feminist women across Europe and the 
USA debated with women's Christian Temperance groups while different feminist 
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groups debated with each other. In Australia, most tended to function within the 
dominant Imperial and Darwinist discursive linkages of (white) women, 
motherhood and the state (Long, 2001). Although, as MacKinnon (1997) 
illustrates, there were some radical exceptions who vigorously resisted these 
dominant discourses. 
As Rose (1999b: 15) asserts, analyses of the political power of the state have 
recently been directed towards recognising that, 'modern systems of rule have 
depended upon a complex set of relations between state and non-state 
authorities'. Although on the surface the C & K may be perceived as a 'non-state' 
authority, it has been operating with such a degree of consistency through the 
20*^  century due, In large part, to the high level of influential support it has 
enjoyed since its Inception (Logan, 1990). It has consistently functioned in an 
ambiguous space between the state and philanthropy, relying as It does on a 
combination of the financial support of the state and the voluntary efforts of many 
women (and a few men). 
The C & K in its eariy years consistently operated within dominant and 
conservative understandings of women's social and citizenship roles. As Logan 
(1990:11) points out in the context of Labor Premier Kidson's attempt at social 
reform In the years around 1906, the social elites who founded the C & K 
welcomed the reforms, 
.. .only in so far as they mitigated the symptoms of poverty. Their 
altruism did not extend to removal of the causes of poverty, and 
they adamantly opposed Kidston on issues of substantial 
socioeconomic reform, and issues that threatened their hold on 
power. 
The individuals who formed the C & K seemed to have had access, therefore, to 
powerful networks that enabled them to maintain their dominance in the field. The 
framework of normalcy built up through the operations of the C & K centres has 
been, and continues to be, a powerful player in the production of discourses of 
early childhood education in Queensland. For example, the standards of physical 
space, resourcing, teacher training and their classroom practices were all 
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considered as the normative reference point for the establishment of standards 
and practices in Queensland's state preschool programme (Department of 
Education and Cultural Activities, 1972). As Brennan (1998b) has argued, the 
philanthropic organisations that have maintained control over the care and 
education of young children had unproblematlcally been regarded, partlculariy 
until the 1960s, as sources of authority on such subjects at all levels of 
government. 
This section of the chapter has, albeit briefly, presented an overview of some pf 
the various discursive themes that were operating during the late 1800s and eariy 
1900s that have ongoing discursive echoes in the current preschool education 
system in Queensland. To recap, there was the eariy, but abortive, dominance of 
Froebelian discourses. There were also the more enduring discourses of 
philanthropy as espoused in Queensland through the C & K. Woven through all 
of these are understandings of nation, citizenship and motherhood. In the 
remainder of this chapter I discuss the conditions in which it then became 
possible, and desirable, for the Queensland state government to take an official 
hand in the provision of preschool education. 
The provision of preschool in Queensland state schools 
A few minor moves were made towards an eariier provision of preschool 
education in Queensland state schools during the 1940s, such as the acquisition 
of suitable land (Logan, 1990). However, it was 1973 before preschools first 
opened. Thus, I move now to the years around 1973. It is necessary to discuss 
the Queensland governments decision to introduce this voluntary preschool year 
on several discursive fronts: first, at the level of dominant broader social 
discourses, secondly at the level of the relevant federal political discourses and 
thirdly at the level of the local Queensland political discourses and context. To 
conclude this chapter, I then draw these three discursive fronts together with the 
discourses of the previous 100 years. This drawing together aims to create links 
across the 100 years that led up to the 1973 provision of preschool in 
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Queensland government schools, thus providing the discursive foundations for 
an analysis of contemporary preschool provision. 
Western social and political discourses 
Following Worid War II, political relations between the USA and Russia formed 
the long-term stalemate known as the Cold War. In 1957 Russia launched 
Sputnik, producing panic in the USA that the Cold War and the 'Space Race' 
were to be lost. One site of this panic was education (Fry, 1971). While the USA 
government began to examine its education systems, the civil rights movement 
was also gaining momentum. The combination of events through the 1960s, tH6 
Cold War, the civil rights movements, the re-emergence of feminist movements, 
student uprisings across Europe and the USA, and the Vietnam War all signified 
an important moment of social disjuncture in western societies. This disjuncture 
is reflected in the Bloom, Davis and Hess (1965:1) text on compensatory 
education. 
Now we are in the midst of such basic social changes that it is 
appropriate to use the term "revolution." These social changes are 
affecting the entire fabric of our society and will increasingly affect 
all aspects of the educational system. 
This reinvlgorated discourse of social compensation became dominant across 
the western worid, and emanated most powerfully from the USA where President 
Johnson had declared a 'War on Poverty' in 1964 (Rose, 1999a). In the UK there 
had already been a number of very large longitudinal studies of young children, 
their lives and their progress through schooling (Rose, 1999a). Such studies 
turned 'the romance and tragedy of human lives, loves, and deaths not into 
inspirational or salutary fictional narratives but into questionnaires, computer 
printouts, graphs, charts, tables, scores, and norms' (Rose, 1999a: 187). 
It is important to note up front that discourses of cultural deprivation and 
compensatory education were often founded in a sense of humanity. That is, as 
Rose (1999a: 190) asserts. 
The aspiration...was to find a means of governing childhood to 
minimize maladjustment, delinquency, neurosis, psychosis, and all 
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the other disorders of conduct, affect, and will that were now being 
construed as 'psychosocial'. This dream was not motivated by a 
repressive desire for surveillance and control. On the contrary, this 
was a profoundly humanistic and egalitarian project, one that 
searched for the causes of failure of citizenship and sought to 
provide the knowledge that was to ensure the extension of the 
benefits of society to all its members. 
Thus, the emergence of compensatory education must be contextualised within 
the social upheavals of the 1960s, and the desire and will on the part of many to 
address the issues raised. 
Thus, the discourses of social compensation, emerging through the 1950s and 
becoming dominant in the 1960s, signaled a shift from eariier discourses of 
philanthropy and the attendant emphasis on morality and hygiene. This new shift 
was based In longitudinal studies that focused on the effects of home and 
community environment upon the educational attainment of children. That Is, 
there was a shift from the hygienic and moral discourses founded in Christianity 
and philanthropy dominant through the 1800s and the first half of the 1900s, to 
the need to intensify the cognitive potential of the culturally deprived child through 
early compensatory intervention. Dominant among these fresh discourses of 
compensation across the western worid were three themes: intellectual 
development, language development and home/neighbourhood environments 
(Bloom etal., 1965; Plowden, 1967, Brunner, 1970). 
In terms of governmentality, the discursive shift of compensatory education 
meant shifting political rationalities, which in turn meant the invention of new 
technologies of government to address this shift. For early childhood education, 
the technologies of government produced were a range of eariy intervention 
strategies aimed towards 'maximising the mind' (Rose, 1999a: 182). Eariy 
childhood educational programmes and projects such as Nursery School in the 
UK and Head Start in the USA were explicitly aimed towards addressing all three 
of the dominant themes of compensatory education. As will be discussed further 
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on in this chapter, they were also reflected in the provision of preschool 
education in Queensland government schools. 
Feminism across Australia 
While there 'has always been a women's movement this century' (Spender, 
1983), the 1960s and 1970s saw a resurgence of feminism across the western 
worid. In Australia women began to re-form politically active feminist groups. For 
example, the first meeting of the 'Women's Liberation group' was held in 1969 in 
Sydney. This meeting was apparently a response to the sexism of both anti-
Vietnam War groups and student movements (Eveline, 2001). In 1970 Germalne 
Greer published The Female Eunuch, a significant moment for many Australian 
feminists. These events were soon followed by the establishment of the Women's 
Electoral Lobby and the inaugural issue of the Australian feminist journal 
Refractory Girl'm 1972 (Summers, 2002; Eveline, 2001). 
The eariy movement towards Australian governments funding childcare was 
played out in conjunction with this so called 'second wave' of feminism in 
Australia. This was a moment when attention to issues deemed as central to 
women, such as childcare, women's refuges, equal pay and anti-discrimination 
legislation, were being demanded from governments by lobby groups such as the 
Women's Electoral Lobby and Labor Women. These demands won (often small 
and reluctant) concessions in policy terms. However, many of these demands, 
including free, community based childcare, ended with limited successes. 
As with feminists of eariier generations, the many feminist groups of the 1960s 
and 1970s also functioned within dominant discourses of their time and they were 
fractured and factionalised on many issues. While dominant feminist movements 
became politically active and vocal, and some in Australia were known as 
'femocrats', a cross between feminist and bureaucrat (Yeatman, 1990; Watson, 
1990), marginalised groups of women were also beginning to demand attention. 
Already black American feminists had spoken out against the racisms of the 
white feminist movements (e.g. hooks, 1981; Lorde, 1984) and in Australia 
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Indigenous women were also speaking out against white feminism (e.g. 
Wanganeen, 1990; Flick 1990). 
Federal political discourses 
As the 1970s began, feminist movements in Australia were gaining momentum 
and this coincided with the December 1972 federal election (a Queensland 
election had been held in May 1972). It was at this election that 23 years of 
conservative federal government, in the final instance led by McMahon, came to 
an end and Whitlam's Labor government came into federal office. 
Fear of the communist (and highly populated) Asian north had been a dominant 
discursive framing of Australian domestic policy. This was put in context by 
Whitlam (1985), who pointed out that on both sides of the federal Australian 
pariiament were a large number of war veterans from the South African (Boer) 
war through to Worid War II. The closing stages of World War II in particular, 
came far too close for political comfort as Japan moved south towards the north 
of Australia. Thus, the anti-communist and loyalty/allegiance discourses of 
relations with Britain and the US had frequently served to frame up domestic 
policy as well as international relations. 
The discourses of Whitlam and his Labor government, however, were framed 
within an understanding of colonialism rather than communism as the core 
'problem' (Whitlam, 1985). This discursive reframing of the problems of 
Australian society enabled a considerable shift in policy production. The Whitlam 
Labor government was not only committed to social justice, but also to a large 
and active role for the federal government in the achievement of this core 
commitment In particular, the Whitlam government attached conditions to 
funding for social justice programmes to ensure its 'correct use. Whitlam's 
foregrounding of colonialism as a problem along with his commitment to an 
interventionist federal politics, produced fear of republicanism in his conservative 
counterparts. In the context of relations with Queensland, this federal stance 
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stoked the fire of rejection and Isolationism from Queensland's dominantly 
conservative politicians (Bjelke-Petersen, 1990). 
Central to Whitlam's policy discourses was education. Whitlam had long 
campaigned for a federal commitment to raising educational standards, including 
raising the status of teacher training (Whitlam, 1969; 1985). Indeed, Whitlam 
(1985: 291) suggested that the 'most intense political debate in Australia during 
the 1960s was not about Viet Nam [sic]; it was about education'. In his 1969 
election policy launch Whitlam had stated that. 
If the university is the roof, then pre-schools are the foundations of 
education in a modern community...We will therefore establish a 
Pre-Schools Commission to ensure that with Commonwealth help 
every child in Australia has the opportunity of pre-school education 
(Whitlam, 1969: 8). 
Although Labor had to wait until the 1972 election to gain office, this promise had 
been reiterated and steps were immediately taken to fulfil that promise (Whitlam, 
1985). 
In terms of eariy childhood education at the federal level of Australian politics, 
there were two central issues at stake. First, the Child Care Act, 1972 and 
secondly, the potential threat to the states and territories of a federal provision of, 
or at least 'Interference' via the Schools Commission, In preschool education. At 
the federal level, these two issues were consistently debated in terms of social 
justice, welfare, motherhood and equality of education for all Australian children. 
Childcare 
First, the Child Care Act, 1972. This act had been passed just prior to the 
December election by the soon to be defeated McMahon conservative 
government. The Act had been led through cabinet by the Minister for Labour 
and National Service, and it was couched in discourses of economy and the need 
for women to enter the paid workforce^. Its implementation was restricted to 
The Commonwealth public service had removed the marriage bar, forcing women to resign on marriage, 
in 1966 thus reopening these employment options for married women. 
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community-based and not-for-profit childcare services (Brennan & O'Donnell, 
1986; Brennan, 1998a & b). Thus, the Act enabled the federal government to 
provide subsidies Australia-wide to some childcare services so women could 
return to the paid workforce. It is notable that in Queensland at this time there 
were only 34 childcare centres operating under the Act. This was fewer than in 
every other state and significantly fewer than New South Wales (315 centres) 
and Victoria (297 centres) (Australian Pre-schools Committee, 1973). 
Although femocrats were major players in the implementation of the Act, as . ^ 
Brennan and O'Donnell (1986) point out, the >Acf was by no means a signal for 
mothers to begin working beyond the home. Definitions of children who had 
priority access to childcare centres excluded, to a large degree, the children of 
families where both parents worked outside the home (since the funding was to 
free, community based centres - many women who worked made use of private 
centres). Through the Act research was also to be conducted into the reasons 
why women entered the workplace and parents wanting to place very young 
children (less than three years old) in childcare centres were obliged to seek 
family counseling. 
The Act, it seems, remained set within dominant regimes of truth regarding the 
role of women as mothers, wives and helpmates. However, it brought issues of 
the care and the education of young children squarely into the federal political 
arena, while also reinforcing the already established divide between the two 
Issues. Given that the previous conservative federal government passed the Act, 
but then had no time to actually implement it, the eariy role of the Whitlam Labor 
government was significant. 
Whitlam was vocal in his support for all women having access to childcare and 
the support necessary to work if they needed or wanted to (Whitlam, 1975a & 
1975b). His support was couched in the dominant liberal feminist language of 
the time; that is, within discourses of adding women to the political processes, 
getting women into the paid workforce, in this case through the provision of 
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childcare (Whitlam, 1975a). Thus, Whitlam (1975a: 6 original emphasis) in his 
opening address to the Women and Politics Conference in Canberra stated that, 
...the Cause [sic] [of discrimination against women] lies invariably in 
the deeply ingrained cultural assumption that every woman's 
primary role is that of daughter, wife, mother, mother-in-law, or 
grandmother; nurse, secretary, teacher or shop assistant: the 
deeply ingrained assumption that women are here to serve or 
assist. The wellbeing of men and children within our society must 
not be at the expense of the wellbeing of their wives and mothers. 
For this is too high a price to pay. 
Of course, Whitlam's position here, emanating as it does from a dominant 
Australian liberal feminism, is also open to the critiques of such work. That is, as 
Anglo-centric, middle class and lacking in a sense of the diversity of women's 
needs and experiences (e.g. Flick, 1990; Huggins, 1994). Also, and significantly 
for eariy childhood education, these liberal feminist discourses were lacking in a 
sense of the range of power relations at work in relationships between different 
groups of women. In terms of the care and education of young children, mothers 
as a group (but particulariy working class mothers) were required through a vast 
array of procedures and practices to submit to the expert authority of other 
(mostly middle class) women who operated childcare centres, mother care 
courses and the like. 
An example of the above debates in the Australian context includes the 
differences in experiences of family, work and community amongst white, 
western women (as a group) and Indigenous women (as a group). The liberal 
feminist desire for free childcare that enabled women to work was rejected by 
many Indigenous women who had been subjected to the enforced separation 
and destruction of their families, work and community lives through long term 
government policy. Indigenous women argued that it was more important to get 
their families back together, re-establishing community networks and ties, than 
further breaking up their families by putting their children in care while they 
worked. For Indigenous women then, a core aim was to get their children and 
families otvf of institutionalised care - a position diametrically opposed to the 
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liberal feminist stance of getting children into institutionalised care (Huggins, 
1994; Lake, 1994; Eveline, 2001). 
Preschool education 
Not only was this new federal government insisting that childcare was a right for 
all mothers, especially those who worked outside the home, it was also 
suggesting a significant level of federal intervention into the states' and territories' 
educational provision. During the relatively short term of their office (1972-1975) 
the Whitlam government achieved a number of its educational goals. It first 
organised an Australian Schools Commission, which was to be the formal 
structure for the federal governments role in schooling. The Commission then 
introduced the Disadvantaged Schools Programme, conducted reviews of 
Aboriginal education and of giris' education, abolished university fees and 
brought universities under the control of federal government (Whitlam, 1985). 
The Whitlam government, therefore, while lurking around the eariy years of 
education, was positively stomping around in other educational areas. 
The establishment of the Australian Pre-Schools Committee, which 
recommended how to best implement a six year program to provide preschool 
education for all Australian children, was number three on a list of six major 
commitments to education (Whitlam, 1985). It is notable that of these six, the 
universal provision of preschool was the only commitment left unfulfilled. There 
are many reasons that could be cited for this failure, for example, the deep and 
long standing divisions among groups of women over what care and/or education 
was necessary and appropriate, a lack of understanding of the issues on the part 
of an all male government, a lack of precedent and the sudden end to the 
Whitlam governments office (Spearritt, 1979; Brennan & O'Donnell, 1986). 
The Australian Pre-Schools Committee, however, had been quickly established 
in February of 1973. The committee was chaired by Joan Fry, an eariy childhood 
educator and former Principal of the Sydney Nursery School Training College 
(Brennan, 1998a). This appointment was unpopular with many groups - an early 
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indication of the depth of division amongst eariy childhood stakeholders (Brennan 
& O'Donnell, 1986). The first objective in the terms of reference for this 
committee was to advise the federal government on the necessary steps so that 
'over a period of approximately six years...all children are given an opportunity to 
undertake a year of pre-school education' (Brennen & O'Donnell, 1986: 25). 
The fractured business of the care and education of young children is evident in 
Whitlam's response to the November 1973 delivery of the Committee's report. He 
referred to it as, 
...the most disappointing report the Government ever received. It 
proposed a program biased heavily in favour of pre-schooling and 
did not give sufficient attention to the consequences child care 
could have in expanding the opportunities open to women in 
Australian society. It did not present a framework to ensure that the 
most needy children were given top priority (Whitlam, 1985: 325). 
Given that Joan Fry had recently lectured on the importance of the home and 
family in the lives of young children, believing 'that the family is, and will remain, 
the most suitable agent for the eariy education of young children' (Fry, 1971: 5), 
the Report's lack of emphasis on childcare and women's work options was 
perhaps unsurprising. Whitlam's comment could also be considered unfair, given 
that the terms of reference for the committee were focused upon preschool 
education (Brennan, 1998a). To rectify the 'deficiencies' of the Fry Report, 
Whitlam ordered the Social Welfare Commission to produce a second report on 
the issue. This report satisfied Whitlam, recommending diverse styles of 
provision, according to local priorities with an emphasis on communities in most 
need. 
Throughout these childcare and preschool debates at the federal level, the 
Queensland government had consistently opposed any intervention. 
Queensland's government was well known for its 'powerful parochial sentiment 
which, with a supposedly socialist [the Whitlam Labor government] party in power 
at the centre, led to a vigorous assertion of states [sic] rights against centralising 
158 
aspirations' (Scott & Scott, 1980: 3). In his memoirs, Queensland's then Premier 
Joh Bjelke-Petersen (1990: 107) stated that. 
The policies Gough Whitlam pursued when he came to power in 
1972 were in my opinion a serious threat to the freedom and 
prosperity of Australia. Whitlam made no secret of the fact that his 
ultimate aim was to turn Australia into a republic run from Canberra 
on socialist lines, and it was obvious to me that something had to 
be done to stop him before he could put all his policies into effect. 
Bjelke-Petersen took pride in the level of obstruction and opposition he managed 
to maintain against a//federal governments, and particulariy the Whitlam Labor 
government (Bjelke-Petersen, 1990). Thus, for the reactionary Queensland state 
government, the potential threat of federal intervention into the provision of eariy 
education is likely to have impacted upon decisions surrounding the introduction 
of a preschool year. It is conceivable that the Queensland governments rush to 
provide a preschool year in government schools was a strategic move to beat the 
Whitlam government to the preschool post, thereby maintaining state control over 
preschool education. 
Queensland's political discourses 
Since federation, Queensland has had a history of very stable government. The 
first half of the 20'^ century was dominated by Labor governments, while the 
second half was dominated by a coalition of the conservative parties. Although 
resistance and protest groups did exist, anti-communist sentiment, anti-socialist 
sentiment and racist paranoia about the 'yellow-peril' from Asian countries to the 
north were carefully cultivated as the dominant political discourses, particulariy 
through the 1960s and 1970s (Charlton, 1983; Fitzgerald, 1985; Patience, 1985). 
For the conservative parties, the Labor party was the equivalent and manifest evil 
of all these discourses, and elections were fought and won through the fuelling 
and tending of such populist paranoia (Patience, 1985). 
Bjelke-Petersen: discourses of the far right 
Through most of the 1960s, the Queensland government was held by the 
conservative coalition and led by Premier Nicklin. On the retirement of Nicklin in 
1967, Pizzey became Premier. After the unexpected death of Pizzey in office 
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only six months later, Johannes Bjelke-Petersen claimed the Premiership. Bjelke-
Petersen then held the office of Premier of Queensland from August 1968 until 
his party forced him to resign almost twenty years later in December 1987 
(Walter, 1990). Thus, the rise of Bjelke-Petersen to Premier of Queensland was 
a political accident, in Foucaults terms, a contingency on which a taken for 
granted recent history of Queensland tends to rest. 
The paternalistic and authoritarian style of the long rule by Bjelke-Petersen 
became somewhat of a political joke across Australia. He was described 
variously as regressive, reactionary, totalitarian and isolationist (e.g. Wells, 1979; 
Charlton, 1983; Fitzgerald, 1985; Patience, 1985; Whitton, 1989). It is less than 
two decades since the revelations of the depth and extent of his corrupt 
government, and Queensland continues to struggle to overcome the stigma of so 
long being considered the political 'Deep North' of Australia (Wells, 1979; Scott & 
Scott, 1980; Fitzgerald, 1985; Whitton, 1989; Flint 1998). The 'Deep North' here 
being a play of words referring to the political parallels of isolationism, racism and 
paranoia of the 'Deep South' of the USA. 
In the broader political terms of the Bjelke-Petersen government, the provision of 
preschool education is small fry, historically overshadowed by the more 
spectacular events that unfolded through the 1970s and 1980s. Retrospectively, 
seen beside the electoral scandals, the State of Emergency declared to enable 
the Springboks Rugby tour, the mass sacking of striking electricity workers, the 
banning of marches and peaceful protests, the banning of SEMP/MACOS^ and 
rampant police corruption'*, preschool education in Queensland government 
schools tends to fade into the background. For eariy childhood education in 
Queensland, however, this provision of state-based preschool education was a 
significant moment. There has been very little written about the significance of 
' SEMP: Social Education Materials Project, MACOS: Man A Course Of Study. Both banned in 
Queensland secondary schools for their 'questionable content' in controversial circumstances. See Scott, 
1985. 
There are numerous accounts of the 'Bjelke-Petersen Era' that detail all of these issues and more. See for 
example; Wells, 1979; Scott & Scott, 1980; Charlton, 1983; Fitzgerald, 1985; Patience, 1985; Walter, 1990; 
For Bjelke-Petersen's view see Bjelke-Petersen, 1990. 
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this initial provision, and it generally remains buried beneath the larger scandals 
that followed (see Chapter six for further detail on this point). 
The May 1972 Queensland state election campaign, in which the provision of 
preschool education was first announced, shared the front pages of 
Queensland's state newspaper. The Courier Mail, with the Vietnam War. Anti-
communist discourses were rife. On one such front page. Sir Gordon Chalk, 
deputy leader of the government asserted that, 'We will preserve the right of 
every Queenslander to go about his [sic] business unmolested by rioters and . ^ 
communist inspired troublemakers' ("Free pre-school scheme," 1972). 
This discourse of the government protecting the people's freedom from 
communism, from 'troublemakers' and 'rioters' was strong throughout the 1970s 
and 1980s. It resulted in draconian impositions on civil liberties and direct police 
intervention in the democratic freedoms of Queensland people (for more on this 
topic, see for example. Wells, 1979; Patience, 1985; Fitzgerald, 1985; Whitton, 
1989). In the educational policy speeches of 1972, discourses of protecting 
individual freedoms were reflected in Bjelke-Petersen's statement that 'We are 
now embarking on individual choice in education' ("A policy of 'ifs' and 'buts'," 
1972). This sentiment was reiterated by Chalk, who pointed out that while 
facilities for preschool education were being provided by the state, attendance 
was voluntary and parents would now be able to choose between state, private 
and Creche and Kindergarten services ("Free pre-school scheme," 1972). 
Alan Patience (1985), an Australian sociologist, suggested that the successive 
Bjelke-Petersen governments were radical right rather than conservative. He 
points out parallels with three major radical right discourses of the USA; the 
breakdown of morality (the banning of SEMP/MACOS for example), conspiracy 
theories (for example, the fear of outsiders; both from abroad and from the 
federal level of Australian government) and anti-communist paranoia. He also 
suggests that conservative governments would be far more cautious regarding 
the 'big is good', 'development and 'progress at any cost style of the Bjelke-
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Petersen governments. As he pointed out the 'Bjelke-Petersen governments 
have shown themselves to be more than ready to entertain radical changes, 
inventions and developments in the name of economic growth, on a scale which 
would be frightening to many cautious conservatives' (Patience, 1985: 278). 
Ross Fitzgerald, a Queensland historian, referred to Bjelke-Petersen 
governments as operating from the 'extreme right wing' (Fitzgerald, 1985: 248). 
Again, it is the conservative discourses of free enterprise and unfettered 
development, regardless of social and environmental cost, which are produced^ 
as evidence of this view. According to Fitzgerald (1985: 245), Bjelke-Petersen 
held the view that 'hard work = money = success = salvation', a combination that 
reflected Bjelke-Petersen's dogmatic persistence for tasks he believed in and his 
deep faith in Christianity. Regardless of nomenclature, however, the successive 
Bjelke-Petersen governments certainly functioned within the discursive themes of 
the far right. That is, within discourses of free enterprise, individual choice, 
development, anti-communism, anti-socialism and a valorisation of 'traditional' 
family values. As Bjelke-Petersen (1990: 175) himself suggested, it 'all boils 
down to a philosophy of free enterprise'. 
Progress at any cost 
It was, therefore, the expansive discourses of development and progress that 
provided the most basic conditions of possibility for the provision of preschool 
education in Queensland state schools. This expansiveness is reflected in Bjelke-
Petersen's lauding of the 'positive steps which have been taken by my 
Government to speed the progress and prosperity of Queensland' ("A policy of 
'ifs' and 'buts'," 1972). Also espousing this discourse was his Treasurer, who 
hinted during preliminary meetings for the provision of preschool, that money was 
not an object (Department of Education and Cultural Activities, 1972a^). 
This is a closed file in the Queensland State Archives. It consists of a number of notes, memos and 
miscellaneous documentation regarding the establishment of preschool in 1972/1973. Accessing this 
archive requires permission. See the 'gathering data' section of Chapter one. 
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Election promises had swung between a full time preparatory year and a part 
time preschool year. A rather brief report to the Minister for Education regarding 
the practicalities of a full time preparatory year led to the less expensive and 
unwieldy option of the current sessional, voluntary, 'Kindergarten-style' preschool 
year (Department of Education and Cultural Activities [DECA], 1972a). That is, 
preschool sessions were two and a half hours a day, five days a week. This is a 
pattern of provision that had become well established since Froebel's (1897) 
recommendation that three hours a day, five days a week was the optimal 
kindergarten provision. Although, through the 1980s a program of 5 full days a . 
fortnight also began to emerge in Queensland, but only within strict departmental 
guidelines. It seems, therefore, that the current preschool provision is the result 
of a fairiy classic policy compromise, or policy settlement (Kenway, 1990). 
An educational paradox: innovation and the far right 
Following the 1972 election, the Bjelke-Petersen government lost no time in 
announcing that preschool provision in Queensland state schools would begin 
with the commencement of the new school year in 1973. Thus, the provision of 
preschool was to be 'pursued with the minimum of delav. therefore, the planning 
objective was adopted that that major part of the program should be completed 
bv the beginning of 1976' (DECA, 1972a, original emphasis). By the end of 1976 
there were to be approximately 500 preschool centres established across 
Queensland. These centres were for children of 'four to five years throughout the 
State whose parents wish their children to avail themselves of this service.' 
(DECA, 1972a). 
There is little archival record pertaining to the reasons why the decision to 
introduce a preschool policy was made. Indeed, as Scott and Gillespie (1995) 
also point out in the context of a much eariier history, the original educational 
source documents and archives for Queensland education are rather sketchy. 
However, what records there are, point towards particular discursive frameworks 
that make sense in the context not only of the Bjelke-Petersen government, but 
also the pending threats of federal influence and broader social debates. At the 
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federal level, Whitlam had gone into both the 1969 and 1972 elections with a 
platform of federal commitment to education, notably in this case to preschool 
education. The McMahon federal government that won the 1969 election was in 
the process of developing the Child Care Act, 1972. While across Britain and the 
USA eariy childhood educators and psychologists were advocating 
compensatory eariy intervention as a means to solving social problems and 
producing worthwhile citizens. 
As already mentioned, I would suggest that the fundamental discursive basis of 
state-based preschool provision is the conservative and interventionist style of 
government preferred by Bjelke-Petersen. Education was an area in which the 
government could afford, indeed desperately needed to be, expansive. 
Queensland's state education system had long required a large capital input. In 
Brisbane for example, there were no new secondary schools built between 1924 
and 1952 (Chariton, 1983). This was also a point at which the Bjelke-Petersen 
government could push home its anti-Labor party discourse, since it was the 
previous Labor government in Queensland that had consistently placed 
education so low on the list of state government priorities. 
Building upon this expansive basis for provision were discourses of 
compensation and motherhood. Compensatory discourses pervade the eariy 
policy of the conservative coalition of the Country Party (which Bjelke-Petersen 
led) and the Liberal Party® (DECA, 1972a). The Country Party in particular was 
explicit in its use of compensatory language such as cultural deprivation and 
social inculcation. The Country Party was also isolationist, insisting that 
preschool centres should not only be separated by a fence from the rest of the 
school community, but also operate under their own administration (DECA, 
1972a). This is now the current and standard physical state of affairs for most 
preschool centres in Queensland government schools, indeed many of the eariy 
The Liberal Party and the Country Party formed a coalition in 1957 that continues to form, disperse and 
re-form to this day. The Country Party was later to become the National Party. 
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centres were built out of necessity on sites separate from the primary school 
campus. 
The Liberal Party had suggested that a 'pre-school form of education is to be 
simply a Kindergarten-type education' (DECA, 1972a). They then went on to 
insist that the type of preschool education proposed should support the child's 
individual development, rather than act as a preparatory year of schooling. The 
rationale for this attitude was that since preschool was to be voluntary, the 
children who attended must not have a preparatory advantage over the childrQn 
who were kept at home with their mothers. As A. E. Guymer, the Director 
General of Education pointed out, preschool was perceived to have a 'special 
responsibility for attempting to prevent the failure of primary school children from 
lower socio-economic backgrounds' (DECA, 1972a). For the Liberal Party, 
compensation was fine, but the potential advantaging of children who attended 
preschool over children who stayed at home with their mothers was 
unacceptable. 
The Department of Education policy, however, was more in line with the less 
extreme right Liberal Party policy as reflected in the documentation of the 
Department of Education (DECA, 1972a). For example with regard to the type of 
program preschools should offer, the Department of Education (DECA, 1972a) 
proposed a 'balanced program designed to cater for...physical, socio-emotional, 
cognitive and linguistic growth'. Thus, the Department of Education reflected 
more cleariy the dominant eariy childhood educational regimes of truth built upon 
discourses of developmentalism. 
There is no evidence to suggest that the Bjelke-Petersen government was either 
interested in, or responding to, discourses of Australian feminism calling for free 
childcare. Nor is there evidence that the removal of the marriage bar in 1969^ 
and the subsequent increase of married women in the public service was at 
' Between 1902 and 1969 women were forced by law to resign from the Public Service in Queensland (and 
therefore teaching) upon marriage (Clarke, 1985; Scott & Gillespie, 1995). 
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issue. Rather, this government displayed a fairiy typical (for them) rejection of 
feminist discourses that they were likely to have read as socialist - and therefore 
evil (Patience, 1985). 
Thompson and Butel (1983: 31) in their collection of Bjelke-Petersen's thoughts 
and speeches provide the following snippet that illustrates quite cleariy his 
opposition to childcare: 
Ifs my fundamental belief as a parent, that if parents have a child, 
their first duty is to that child. 
If they disagree, the remedy is simple - don't have children. Too 
often, the cry for day care for children is to free the mother for other 
pursuits - often, in my view, selfish pursuits. 
The day care concept, boiled down, means leave your child with 
someone else to bring up while you do what you like - go to work, 
learn pottery etc. 
The level of self assurance that Bjelke-Petersen displayed in knowing what was 
right, good and proper for everyone is reflected in this statement - and if parents 
did not agree with him then they should not be having children at all. As Patience 
(1985: 276) points out there was a 'clear self-confidence which the Bjelke-
Petersen governments have felt in their own capacities to know what is good for 
families, for women, for school curricula, and for establishing standards of public 
decency and taste'. Bjelke-Petersen's self assurance on such topics was not 
only due to his own high levels of self-confidence. He was also the leader of a 
state with a corrupt and unfair electoral gerrymander (set up by the previous 
Labor government) that ensured he could not be defeated at the polls. 
In his statement above Bjelke-Petersen cleariy equated 'parent with 'mother' 
while evoking discursive echoes from the late 1890s of the selfish and egotistical 
woman who pursues a career rather than taking up her 'natural' duty and role as 
helpmate, mother and wife. Brennan and O'Donnell (1986: 68) also cite Bjelke-
Petersen as stating that childcare was a way of 'downgrading the sacred 
institution of motherhood'. Given Bjelke-Petersen's strong opposition to childcare. 
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and his discursive dominance over both pariiamentary and public debate, the 
provision of preschool education at this time in Queensland could be seen as 
perplexing (although I make a few suggestions for this in the next section). 
As already stated, under Australia's constitution, education is a residual 
responsibility of the states. It is conceivable, although it remains conjecture, that 
a Bjelke-Petersen government, firmly against whatever party was in government 
federally, introduced a hurried preschool scheme to preempt or sidestep potential 
federal interference. In the meagre documentation surrounding the initial 
provision of preschool in Queensland government schools, the dominant tone is 
one of haste (DECA, 1972a). It is difficult to justify this haste, apart from an 
attempt to win the preschool race from the federal government, after all, if the 
state already provided the opportunity for preschool education then there would 
be no need for federal intervention. 
Part of the haste was also related to the production of the Social Welfare 
Commission report into preschool education. This was the report that followed 
the 'disappointing' Australian Pre-Schools Committee report, giving Whitlam the 
recommendations he wanted (Whitlam, 1985). One of these recommendations 
was that the federal government would provide funds on a needs basis to local 
(not state or territory) governments to provide preschool education for children in 
their area. Whitlam had based this move in a valorisation of community 
development and dependence upon a regional approach to government 
(Brennan & O'Donnell, 1986). 
The Children's Commission Act thai was to organise, in part, the distribution of 
such funding was passed in 1975, but never proclaimed (Whitlam, 1985). Both 
the Queensland and the Victorian governments had threatened High Court action 
to block the Children's Commission (Brennan & O'Donnell, 1986). Such action, 
however, was not necessary since the Whitlam government was dismissed in the 
constitutional crisis of 1975 (Whitlam, 1985). However, as Brennan and 
O'Donnell (1986: 38) point out, 
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Virtually 80 per cent of the funds which the Labor government 
allocated to children's services were siphoned off to the preschool 
sector which had well-organised groups (including education 
departments in some States) to back its interests and lodge 
'community submissions'. 
Bjelke-Petersen had been known to refuse federal funding if It was tied to what 
he perceived as socialist or communist goals (Thompson & Butel, 1983). 
However, Brennan and O'Donnell's point above regarding the siphoning of funds, 
coupled with the federal governments interim preschools program that provided 
funds to the states for sessional preschool provision, would almost certainly have 
impacted upon decisions surrounding preschool provision in Queensland. 
In this part of the chapter I have laid out some of the dominant and relevant 
discursive themes that were circulating around 1972. This has involved a brief 
consideration of some western social and political discourses, such as social 
compensation and the resurgence of feminist movements. It has also entailed a 
consideration of events at both the federal and the state level surrounding 1972 
and the Bjelke-Petersen governments decision to provide a voluntary, sessional 
preschool education in Queensland state schools. 
Drawing them all together: discourses of preschool education in 
Queensland 
This final section of the chapter makes links between the discourses and events 
already discussed and how these were reflected in Queensland's provision of 
preschool in government schools. Here I take the Pre-school Teachers' 
Handbook (Department of Education, Queensland, c1978 [Handbook]) as a core 
point of discussion. This text was produced for preschool teachers and was 
'intended as a ready reference...contain[ing] practical information concerning 
various procedures relating to the operation and conduct of State Pre-School 
Centres' (Department of Education, Queensland, c1978: np). Taken with other 
documentation, this text helps to build the political rationality, or the regimes of 
truth, knowledge and practice, for how preschool education was to be thought 
about and governed in Queensland. 
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Queensland's social compensation discourses 
Around 1972 the Department of Education and Cultural Activities (DECA) 
produced various unpublished essay style documents that provided the 
foundational knowledge bases for the Introduction of preschool in Queensland 
government schools and the production of the Handbook. One of these 
contained a survey of the current research into preschool education. This survey 
was not concerned to justify the implementation of preschool education, as that 
decision had already been made, rather It was concerned with how to go about 
making this provision. In the words of the survey, 
...what are the 'right conditions'? How can the limited resources available in 
the Immediate future best be mobilized to achieve these 'right conditions'? 
(DECA, c1972b: 1). 
Thus, the survey contributed to, and reflected, the governments problematisation 
of preschool education. Further, it formed a significant basis for the development 
of regimes of truth and the production of strategies of government regarding the 
establishment of preschools in Queensland government schools. 
The survey emerged largely from contemporary psychological concerns with 
development and social compensation. In discussing the importance of the eariy 
years for subsequent development, the text took studies of the development of 
baby animals as a core research base, extrapolating these findings to young 
children. The use of baby animal research, referred to as 'infrahuman' research. 
Immediately functions to position the young children in question as less than 
human, or at least less than adult. This is particulariy problematic when combined 
with the emphasis upon social compensation for deprived children that pervades 
the documentation. The survey of child development research provided relies on 
the work of individuals such as Piaget, Bloom, Hunt and Kagan. As such the 
report produces a scientific and biological regime of truth based on a combination 
of the work of various child psychologists that valorised the effect of eariy 
experiences and the production of 'adaptive' behaviours. 
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The survey is explicit in stating that preschool education has a compensatory role 
for the 'deficiencies' found in children of low socioeconomic groups. For example, 
referring to the work of American psychologists and educators Bereiter and 
Englemann, the survey suggested that, 
...disadvantaged children of three to five years are generally 
retarded by a year or more on all intellectual abilities and that the 
greatest retardation generally occurs in those abilities that are most 
crucial to school success, namely language and reasoning ability 
(DECA, c1972b: 7). 
This point is reflected in the positioning of preschool education within the 
Handbook. Here, preschool was for 'bringing children up to the normal level of 
readiness in the basic primary school subjects' (DECA, c1978b: 8). 
While some prominent eariy childhood educators such as Joan Fry (1971), the 
then Principal of the Sydney Nursery School Training College, supported 
discourses of social compensation, it was not uncontested. Various eariy 
childhood education academics had challenged this limited view of the purposes 
of eariy childhood education. For example, in the USA, Barbara Biber (1969) 
gave a paper challenging Head Start to the National Association for the 
Education of Young Children conference, a paper subsequently reproduced in 
the Australian Pre-School Quarterly. In Australia, Gerald Ashby (c1972) and 
Stella Woodroffe (1973) were among those challenging the discourses of social 
compensation. Interestingly, Ashby (c1972) wrote his critique from his position as 
the first Director of Pre-School Education in Queensland's Department of 
Education. Ashby (c1972: np) was uneasy about the emphasis on eariy 
intervention from a social compensation perspective and he stated. 
While it is accepted that the actual implementation of these 
programs may demonstrate greater concern for the individual, 
humane compassion and the enhancement of the child's 
experiences than appears in reports, such reports, alledgedly [sic] 
educational, frequently manifest a paucity of concern for anything 
that is not measurable. It seems that if the reports themselves are 
to be the historic record of such inteventionary [sic] programs the 
saga to be conveyed to future generations is one of mechanistic 
manipulation, lost opportunity and the plundering of childhood with 
all its varigated [sic] potential. 
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Such strong objection from an eariy childhood academic in an authoritative 
position may have had some effect. There remained, however, a strong 
compensatory consideration that preschools should be established in areas of 
greatest need (DECA, 1972). 
The Pre-school Teachers' Handbook 
Despite its perceived relative autonomy, preschool provision in Queensland 
government schools has always been reflective of the social, political and 
economic climate of the time. 
The Handbook is the closest the eariy provision came to any sort of framework 
for practice. In the Handbook preschool is seen as serving four functions, 
• To provide a bridge by which the young child can be assisted to 
make a smooth transition from home to school; 
• To encourage parent interest and participation in the education 
process; 
• To promote the physical and mental health of the young child; 
• To develop those abilities, skills and attitudes which will aid the 
educational progress of the young child (Department of 
Education, Queensland, c1978: np). 
Within these four goals, two of the themes of social compensation can be teased 
out that is the importance of school skills and attitudes and the focus on 
educating parents as well as children. Also evident is the enduring concern for 
the hygiene of the child's body and mind. Thus, the first two goals reflect the 
emphasis upon mothers, homes and communities, a point that is followed up in 
more detail further in the subsequent section. The third goal reflects the ongoing 
concern for the hygiene of the child and the dispersal of this concern across 
various sites, for example doctors, welfare workers, guidance personnel, and 
speech therapists. The final goal is reflective of the compensatory concern for the 
intellectual, and particulariy language, development of the child. In the remainder 
of this chapter I consider three themes: good mothers/teachers in Queensland's 
preschools, developing skills, abilities and attitudes and private work/private 
governance. 
171 
Good mothers/teachers in Queensland's preschools 
The survey of research (DECA, c1972b) asserted that parent education 
programs should be attached to compensatory preschool programs. The (mostly 
male) government and highly ranking departmental staff generally agreed upon 
the central role of mothers in the preschool education of their children. Preschool 
education is the only year of state operated education where the involvement of 
parents in classroom matters has always been a stated, and indeed prominent, 
goal. As pointed out in Chapter three, producing the good mother/teacher is a 
foundational and enduring aspect of the regimes of truth for eariy childhood . 
education. Queensland's regimes of truth are also grounded in these discourses, 
particulariy those that spring from philanthropic, hygienic and compensatory 
knowledges. 
In the introduction to the Handbook Gilmour, then Director-General of Education, 
pointed out that, 
...pre-schools exist to meet the needs of young children and to 
open up new avenues for parents to participate in the education 
process. Pre-schools are essentially learning communities in which 
children, parents and teachers all learn from and with each other 
(Department of Education, Queensland, c1978: np). 
Parents are considered an integral part of the planning and development of 
preschool and are written in as a voluntary workforce supporting the work of the 
state. Thus, as in the Head Start programmes in the USA and in the Nursery 
School movement in the UK, 
Mothers were to be encouraged to participate in preschool 
schemes, which would enable them to be more or less subtly 
instructed in the attitudes and responses central to an effective 
pedagogy (Rose, 1999a: 15). 
In the draft rules for the establishment of preschools, parent groups were to be 
formed as an auxiliary to the existing Parents & Citizens Group of the primary 
school. These parent groups were intended to function as an, 
...attempt to secure the co-operation of parents in regulariy 
attending sessions of the pre-school for the purposes of observing 
the activities being undertaken, assisting the teachers in 
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implementing the program and discussing with teachers aspects of 
early childhood education with particular reference to the parents 
own child (DECA, 1972a). 
The above statement regarding parents is also reflective of the discourses of the 
UK's Plowden Report (Plowden, 1967). In this report it was asserted that. 
Nursery education should throughout be an affair of co-operation 
between the nursery and home and It will only succeed to the full if 
it carries the parents Into partnership. Support does not mean mild 
consent; it means the kind of active concern which can only come 
out of joint activity and out of close knowledge by the parents of 
what the schools are doing and why. The nursery group needs to 
be an outpost of adult education If It is to attain its goal for young 
children (Plowden, 1967: 124). 
Each of these quotes from the Department of Education and Cultural Activities 
and the Plowden Report, contains evidence for one of the layers of government 
and regimes of truth that are laid across the lives and practices of mothers. That 
is, mothers are, quite explicitly, to be part of preschool educational settings not 
only for the good of their child, but also to learn how to become the good 
mother/teacher. These perspectives also provide evidence of the depth of 
recurrences and contingencies (Dreyfus & Rabinow, 1982) that have produced 
early childhood regimes of truth, knowledge and practice. 
At the beginning of the preschool year the teacher conducts interviews with the 
parents of each child. Once again there is an emphasis on the education and 
active involvement of parents - and here we come closer to the reality of 
mothers. One goal of the teacher/parent interview is to, 
.. .stress to the parent the importance of parent-teacher contacts -
parents need to be helped to understand that learning at pre-school 
will be most effective when both parents and teachers re-inforce 
[sic] one another and that this requires a thorough appreciation of 
what each other is trying to achieve for the child (Department of 
Education, Queensland, c1978: np, original emphasis). 
The sample 'Initial Interview Form' provided for preschool teachers in the 
Handbook suggests a series of questions (one of which asks for the mother's 
occupation 'before' and 'after' marriage). Section E of this form is entitled 
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'Mothers Comments'; question three in this section is 'would you be willing to 
assist in the program occasionally?'. Active involvement in their child's preschool 
education and development could be, therefore, another indication of 'good' 
preschool motherhood. Thus, in the Handbook, preschool is seen to have two 
roles: 'on the one hand, it provides an education program for young children; and 
on the other hand, it seeks to provide for parent education and involvement 
(Department of Education, Queensland, c1978: np). 
The discourses of Froebel's 'mother made conscious' discussed in Chapter ., 
three, endure in the above formulation of the mother who attends preschool to 
learn about the program and about her child. Preschools were initially provided in 
areas of greatest need, a decision based on a combination of socio-economic 
status and political expediency (DECA, c1972b). It could be suggested that this 
provision had discursive echoes of the philanthropic educated, middle class 
woman teacher educating the working class women and children at the preschool 
centre about the 'right and 'moral' way to live and raise a child. 
Developing skills, abilities and attitudes 
Education, as a goal of preschool provision, is a poor fourth in the list of goals. 
The compensatory themes of intellectual development and language 
development underpin the discussions of skills, abilities and attitudes. For 
example, the Handbook (Department of Education, Queensland, c1978: np) 
refers to several educational aims of preschool, one of which is. 
To promote learning based on the child's level of development and 
range of experiences of importance to his [sic] future education in 
the areas of language use and its associated skills, concept 
formation, perceptual acuity, and problem solving. 
How the educational aims of preschool are to be achieved was seen to be the 
teacher's responsibility working in collaboration with parents, primary school 
teachers and other professional services. While program planning was deemed 
essential, it was also left entirely up to the individual teachers. Each preschool 
teacher was to look to the Primary Inspectors, Regional Preschool Officers and 
Advisory Teachers for support and advice on the establishment of goals and the 
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maintenance of written planning, including teaching strategies and evaluation 
techniques. The keeping of developmental records and maintenance of a 
program of planning are very briefly addressed in the Handbook (Department of 
Education, Queensland, c1978). Developmental records were to be kept 
confidential and used for the teacher's planning along with discussions with the 
child's parents and perhaps year one teachers. 
Aside from the first four pages of the Handbook there is no reference to the 
actual day-to-day educative and social functioning of preschools. The remainder 
of the document (about 70 pages) is a series of rules, regulations, procedures 
and checklists, largely concerning the administration of the preschool and the 
preschool teachers, teacher aides and parent volunteers. There is for example, a 
change of name form, instructions on how to manage petty cash and the 
Departments policy on private phone calls from preschool centres. Thus, the 
core reference document for preschool teachers in the 1970s and 1980s was a 
rather distant, bureaucratic affair, with teachers working without a clear statement 
of their task. 
Private work, private governance 
What is striking about the Handbook and all of the surrounding documentation is 
the almost complete silence regarding the role of play in preschools. Play is 
Implicit throughout; in the language of the preschool child being an active learner, 
in the architectural designs (that included climbing forts, sandpits and indoor wet 
areas), in the equipment to be provided (water troughs, play stoves, blocks), in 
the suggested parent-teacher interview questions (what sorts of play interests 
does the child have?), and in the sites of teacher training (e.g. Brisbane 
Kindergarten Teachers' College). 
While play is implicit, the curriculum discussed in these documents is referred to 
as 'home based' (DECA, 1972a & c1972b) rather than play based. Thus, 'the 
pre-school seek[s] to provide experiences which are built upon and which extend 
home experiences' (DECA, 1972a). Play is not, therefore, made explicit in the 
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governments discourses as the natural, core, central, inherent or best way that 
young children learn. I would like to suggest here that this emphasis on a home 
based program is consistent with the surrounding discourses of social 
compensation and (anti)feminism that were dominant at this time in Queensland. 
As pointed out in the 'Good mothers/teachers in Queensland's preschools' 
section of this chapter, the regimes of truth produced through these discourses 
were built upon a dominant compensatory theme that produced the good mother 
as a central figure in the schooling success of her children. 
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Good mothering was a largely private practice that had historically been 
governed in a public way by various men, the infamous and very powerful use of 
Bowlby's (1969) concept of maternal deprivation, for example. Further, good 
mothering was governed in a more private way through philanthropic 
organisations such as the C & K. The marginalizing of the educative potential of 
preschool and the valorisation of preschool as an extension of the home seemed 
to serve, in part, as a means of maintaining the authority for preschool practice 
within the relatively private sphere of eariy childhood teacher training and indeed, 
each individual teacher. This then served to maintain the state's public distance 
from the perceived feminine and private sphere of the care and education of 
young children. A DECA (1972a: np) document describes this point. 
It is not intended to spell out in detail the nature and content of [preschool] 
programs. This is a matter which properiy lies within the professional 
competency and responsibility of the pre-school teacher working in 
conjunction with the parents concerned and with various advisory services 
which are available to assist. 
Preschool pedagogy was thus ascribed to the private work of individual 
teachers (almost all of whom were women), functioning within the limited and 
private worid of the preschool centre, the teacher aide and mothers. This is 
also in keeping with Woodrow and Brennan's (1999) suggestion that 
historically, eariy childhood work has been constructed as both private and 
feminine. 
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I would, however, like to interrogate the slightly romantic image of the teacher 
working with the parents (mothers) within a home based setting that reflected 
and built upon home and family experiences, that is espoused in the 
Handbook and surrounding documentation. The flows and relations of power 
amongst different groups of women in the formulation of preschool as 'home 
based' were, and still are, significant. Mothers were treated as information 
sources on their children, however, they were also learners alongside the 
teacher/expert. Under these circumstances, the importance of a home based 
program where the voluntary assistance of mothers was central, was 
produced through the dominant discourse of social compensation where 'the 
aspirations, values, and techniques of the school were to be channelled into 
the home' (Rose, 1999a: 195). From this perspective, rather than the home 
informing the preschool, partlculariy in 'areas of need' (DECA, 1972a) where 
preschools were first established, the preschool was to inform the home, and 
importantly mothers. Such a suggestion would also have been in keeping with 
the opinions of Premier Bjelke-Petersen and his political allies, whose 
antifeminism and strong attachment to 'traditional' family values was both 
dogmatic and dominant in Queensland. 
Another reason for the suggestion that preschools were to be channeled into 
the home rather than the home into preschools, was Bjelke-Petersen's refusal 
to entertain the widespread provision of childcare for women in the paid 
workforce. Preschool has historically been the more conservative counterpart 
to childcare in Australia. For example, members of the Australian Preschool 
Association have been known to send young children home with notes pinned 
to their shirts begging mothers not to go out to work (Hill, Comber, Louden, 
Rivalland & Reid, 1998). Such blatant tactics had historically been combined 
with more subtle forms of government such as sewing groups (you too can 
make that play outfit), posters instructing mothers in nutrition, sun care or even 
the importance of appropriate socks (Clumpston & Heinig, 1944). In this 
sense the provision of preschool education was never regarded by the 
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Queensland government as a threat to the private, sacred and valorised 
position of 'good' motherhood. 
In the final section of this chapter I have pointed out various discursive 
linkages, recurrences and contingencies on which preschool in Queensland 
government schools was initially built. To make this analysis I focused upon 
the central organising text, the Pre-school Teachers' Handbook, while also 
considering a range of departmental documentation that surrounded this text. 
I have suggested that the dominant discursive framing of preschool in 
Queensland government schools at this time was based in social 
compensation. This discourse also served to frame the production of the good 
mother/teacher in Queensland. Further, I suggested that the wider political 
conservatism of the 1970s in Queensland also contributed to the 
establishment of preschools rather than childcare centres, where 'traditional' 
families are valorised over mothers working outside the home. 
Conclusion 
This chapter has traced important moments in the 100 years that led up to the 
provision of preschool education in Queensland state schools. It has considered 
some of the broader social and political discourses and how these have impacted 
upon preschool education. In particular, I have addressed the constructions of 
motherhood and teacherhood, making links between these constructions and 
regimes of truth and practice in eariy childhood education. Important among the 
constructions of motherhood and teacherhood have been those that arose from 
philanthropic discourses. In Queensland, these discourses, and the practices 
they produced, were reflected in the activities of the Creche & Kindergarten 
Association of Queensland. This Association maintains its position as 'expert' in 
the education and care of young children and its buildings, programmes and 
practices are regulariy used as standards for the framing of eariy childhood care 
and education policy in Queensland. 
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Given the huge range of time and discourses over which this chapter traverses, it 
is inevitable that some limitations will be found. The importance of the 
establishment in the 1940s of the Lady Gowrie childcare centres in each state 
capital by the federal government, for example, was skipped over. Also given 
short treatment was the depth and extent of debate amongst women and men, 
particulariy the antipathy between some Labor women and some Labor men over 
childcare policy, during the late 1960s and eariy 1970s. However, despite these 
limitations of coverage, the chapter has provided a historical backdrop for the 
introduction and establishment of state operated preschool education In 
Queensland. 
I have argued that the strained relations between Bjelke-Petersen's Queensland 
government and Whitlam's federal government contributed to the hasty 
establishment of preschool In Queensland. I have also argued that Bjelke-
Petersen rejected feminist claims for childcare, asserting instead that such claims 
were a slight on motherhood. The government of the day was able to initiate part-
time preschool centres in Queensland government schools without disrupting 
their dominant discourses valorising motherhood and family. Rather, there was a 
significant assertion of the compensatory value of preschool education. The three 
dominant themes of compensatory education, intellectual development, language 
development and home/school relationships, were explicitly addressed in the 
production of the Preschool Teachers' Handbook and Its surrounding 
documentation. I have also suggested that while play is implicit throughout the 
preschool documentation, it is not made explicit as the core pedagogical tool of 
eariy childhood education. Rather, it was argued in the eariy departmental texts 
that preschool should be viewed as 'home based'. 
While the 1980s were fairiy quiet (politically and socially at least), regarding 
preschool education in Queensland^, the mid 1990s saw a growing public debate 
There were, however, a series of curriculum documents produced through the Department of Education, 
Queensland. For example Connell (1984 & 1985), O'Brien (1982), Perry (1984) and Thomas (1985). While 
non-compulsory, these booklets served to guide, manage and govern preschool teachers' work. In public 
and political debates, however, preschool education was marginalized. 
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over what was to be expected from preschool education. Within these more 
recent debates the natural and essential role of a play-based curriculum is made 
very explicit. In the chapter that follows, I address the production of the Preschool 
Curriculum Guidelines for Queensland's preschools in 1998. Chapter seven then 
investigates the very recent announcement of a voluntary, full-time preparatory 
year to be on trial in 30 Queensland government preschool centres from 2003. 
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Regulating preschool education in a state of 
reform 
1990-2000 
The Introduction of the Preschool Curriculum Guidelines In Queensland in 1998 
indicated a new concern on the part of the Queensland government for preschool 
education In its schools. The content of this chapter revolves around the Issue of 
'how the field of eariy childhood pedagogy became an object of State concern 
and intervention and thus subjected to a certain kind of political rationality' 
(Dahlberg, 2000: 202). Thus, my central questions in this chapter focus upon the 
political rationalities that provided the conditions of possibility for the state to 
intervene in the long term curricula 'freedom' of preschool education in 
Queensland preschools. 
Hultqvlst (1998: 92) points out that. 
School, education, training, and similar social activities...not only 
are concerned with reality; they contribute, in their capacities as 
depositories of political rationalities, to producing children and 
young people as subjects of particular ways of living. 
The investigation in this chapter asks what political rationalities, at this particular 
moment, enabled the production of the Preschool Curriculum Guidelines (QSCC, 
1998 [Guidelines]) including the production of teachers, children and parents. 
Following from that I consider how the landscape of preschool is now defined and 
regulated in Queensland government schools, that is, what are the central 
discourses, regimes of truth and practice, and power relations. 
To do this I follow a similar pattern to that of Chapter five. First, I begin with a 
contextualisation of the broader western social and political discourses dominant 
during the 1990s. Second, I consider how both the federal and Queensland 
governments have responded to, and functioned within, such discourses, 
including the political rationalities they have enabled; such as new 
managerialism, economic rationality and performance standards. Finally, I 
consider the Guidelines text in some detail to draw all these broader social and 
political discourses together with eariy childhood educational discourses. 
A wave of change 
The period of 1990-2000 that forms the chronological boundary for this chapter is 
of use largely as a means for both restraining and organising my arguments. The 
discourses, processes, and regimes of truth and practice that are addressed 
throughout this chapter do not begin and end with these years. Indeed, 
Marginson's (1997) detailed history of education and citizenship provides 
narratives from the 1960s that lay the basis for the developments that were to 
occur during the 1990s. The decade of 1990-2000 was, however, a time of 
intense change across western nations such as Australia. 
Western discourses of change 
The tail end of the 20'^ century was dominated by discourses of rapid change, 
new times, new identities and new technologies (e.g. Lyotard, 1984; Harvey, 
1990; Jameson, 1991; Best & Kellner, 1991; Haraway, 1991; Butler, 1993; 
Gunew & Yeatman, 1993; Grosz, 1995; Bauman, 1998; Hall, 1996). Flowing 
from the 1980s into the 1990s, the two dominant western discourses that 
reflected and produced this dominant language of 'new', 'change' and 'rapid' have 
been postmodernism and globalisation. My discussion of these two themes is 
necessarily a brief overview of each, functioning to provide the background layer 
to the development of changing federal and state political rationalities and 
technologies for governance in preschool education. Both themes in and of 
themselves are vast fields of research endeavour, and I offer here only some key 
points that provide a backdrop to the overall arguments of my thesis. 
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Postmodernism 
To talk about postmodernity, postmodernism or the postmodern is 
not...to designate some fixed and systematic 'thing'. Rather, it is to 
use a loose umbrella term under whose broad cover can be 
encompassed at one and the same time a condition, a set of 
practices, a cultural discourse, an attitude and a mode of analysis 
(Usher & Edwards, 1994: 7). 
As Usher and Edwards point out above, postmodernism is widely regarded as an 
umbrella term, a signifier, of a range of social, cultural, political and economic 
shifts or changes. While there are discourses of 'postmodern culture', I am 
concerned largely with the epistemological uses of postmodern discourses, that 
Is the analytics 'postmodern thought' enables. 
A central theme around which postmodernism revolves is the rejection of 
metanarratives; that is, a critique of the universal modern subject on whom 
capitalist and democratic nations have been built. This has been an important 
site at which educators, including some eariy childhood educators, have engaged 
with postmodernism (e.g. Dahlberg et al., 1999; Grieshaber, 2000; Goldstein, 
2001; Hultqvlst & Dahlberg, 2001). Within this, the need to recognise and value 
differences has been foregrounded, particulariy through the use of language such 
as fluid, shifting, marginalised or fractured when discussing identities. As Stuart 
Hall (1996: 226) points out. 
We can no longer conceive of 'the individual' in terms of a whole, 
centred, stable and completed Ego or autonomous, rational 'self. 
The 'self is conceptualized as more fragmented and incomplete, 
composed of multiple 'selves' or identities in relation to the different 
social worids we inhabit, something with a history, 'produced', in 
process. 
This rejection of the universal individual has enabled a more nuanced account of 
identities. For example, both the reconceptualising eariy childhood curriculum 
work (e.g. Kessler, 1991; Tobin, 1997) and the sociology of childhood work (e.g. 
James & Prout, 1997; Alanen, 1992) are struggling in various ways from various 
perspectives to challenge the universal individual child of psychology, a concept 
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deeply embedded in eariy childhood educational thought. As pointed out in 
Chapter three, attention is beginning to focus upon the marginalisation of, for 
example, gender, race, class, sexuality, generation and geographical location in 
the mainstream psychological understanding of eariy childhood education. 
Uncertainty is another of the central themes of postmodernism. Bauman (1997: 
21) asserts that, 'The postmodern worid is bracing itself for life under a condition 
of uncertainty which is permanent and irreducible'. However, little in the way of 
transformation of life circumstances may accompany this feeling of permanent 
change. This point is explored in the edited collection by feminists Ahmed, Kilby, 
Lucy, McNeil and Skeggs (2000: 5) who suggest that although 'We live in a worid 
of perpetual, continuous change...many of us feel there has been little significant 
transformation: states of change seem both commonplace and ephemeral'. For 
example, as Ahmed et al. (2000) point out, there have been many changes for 
women in western countries, such as increased access to education and 
workplaces or legislation against discrimination, however, whether these changes 
have brought about a transformation of women's lives is another question. 
Amid the emphasis on changing times and uncertainty, there has also been an 
increase in changes in the ways childhood is imagined. From an adult point of 
view, such changes have regulariy been perceived as negative. One dominant 
manifestation of this includes discourses of the 'death of childhood' or of 
childhood being in crisis (e.g. Elkind, 1981, Postman, 1994; Winn, 1984). David 
Buckingham (2000) makes a wide-ranging critique of these 'death of childhood' 
discourses. He suggests that while the various texts in this body of work enter 
from differing angles, they tend to share similar assumptions regarding childhood; 
that is, a tendency to essentialise childhood, a degree of nostalgia, an 
understanding of childhood needing control by adults and a separation of 
childhood from adulthood. Many further critiques of the notion of the 'death of 
childhood' from a variety of perspectives have been offered; for example, from 
the perspective of law and criminology (Scraton, 1997), materialist philosophy 
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(Luke & Luke, 2001) and feminism and popular youth culture (Kenway & Bullen, 
2001). 
Globalisation 
The concept of globalisation has occupied many members of the academy for 
much of the 1990s. Arguments regarding globalisation vary from it being a signal 
of the end of history (Fukuyama, 1992) to less sensational claims that 
globalisation is not all that new (Robertson, 1992). Some research on 
globalisation has focused upon the impact of changing information technologies 
and communications (Haraway, 1991; Castells, 2000), changes to culture 
(Harvey, 1990; Featherstone, Lash & Robertson, 1995; Urry, 1998; Kellner, 1998 
& 2000; Tomllnson, 1999), economic implications (Bryan & Rafferty, 1999; Hirst 
& Thompson, 1999; Wiseman, 1999) or political responses (Wiseman, 1998; 
Tanner, 1999). Others pick up a particular concept, such as flows or '-scapes' 
(Appadurai, 1990 & 1996), risk (Beck, 1992 & 1999) or mobility/immobility 
(Bauman, 1998), building many of their arguments around that concept. Thus, as 
Kellner (2000: 300) has pointed out the 'conceptions of globalization deployed, 
the purposes for which the concept is used, and the evaluations of the structures 
and processes described by the concept vary wildly'. 
Increasingly, globalisation is also recognised as an aspect of educational 
concern. There has been, for example, a special edition on this topic from the 
Journal of Education Policy in 1999 and there are several recent edited 
collections addressing globalisation and education from various perspectives, 
such as Burbules and Torres (2000), Popkewitz (2000) and Hultqvist and 
Dahlberg (2001). Globalisation, it seems, is certainly the 'fad word' (Bauman, 
1998:1) of the moment. As a dominant political rationality of the 1990s, however, 
regardless of its sometimes 'faddish' tone globalisation cannot be ignored. This is 
particulariy so, given the impact economic globalisation has had upon domestic 
policy and the production of neo-liberalism as the dominant rationality (Taylor et 
al., 1997). 
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While there are many directions from which I could approach a discussion of 
globalisation, here I remain within the constraints of a governmentallty analysis. 
Thus, I am interested in the language and knowledge that Is produced through a 
focus on globalisation, and further, what political rationalities, regimes of truth 
and techniques of governance this language and knowledge enable. This 
analysis also needs to be cognisant of the limits and silences of globalisation 
language and knowledge. Discussions of globalisation are regulariy formed in 
language such as information technology, changing workforce, fast capitalism, 
global citizenship, mobility, time-space compression, complex connectivity, the, 
network society, McDonaldisation, Nikefication, glocalisation or 
disembeddedness. 
One dominant regime of truth to emerge from this bundle of neologisms is the 
sense that there is a seeming homogenisation of cultures and nations. This is 
evident in the so-called Americanisation, McDonaldisation or Nikefication of the 
globe. However, while concern for homogenisation has been dominant, there 
have also been concurrent arguments pointing out that globalisation does not 
necessarily equal homogenisation (Appadurai, 1996; Bauman, 1998; Kellner, 
1998; Rizvi, 2000; Lingard, 2000a; Carrington, 2001). After all, when a 
Queensland country town can refuse to patronise a McDonald's restaurant, 
thereby forcing it to shut down and, on a more serious note, when war and 
violence forces millions to flee their homes and countries, it becomes clearer that 
when it comes to globalisation 'there is nothing mere about the local' (Appadurai, 
1996: 18). Thus, homogenisation is a theme I would reject. Rather, I would 
support the suggestion that globalisation has had, and will continue to have, 
positive, negative, unpredictable and contingent effects on the lives of people 
across the worid (Appadurai, 1996; Bauman, 1998; Popkewitz, 2000; Burbules & 
Torres, 2000; Lingard, 2000a). 
Mobility and time-space compression are two further predominant themes of 
globalisation literature (Harvey, 1990; Bauman, 1998; see also Ailwood, 2000). 
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The movement of human beings around the worid within shifting, merging and 
disappearing territorial borders and also through cyberspace are becoming new 
and prominent means of social stratification (Bauman, 1998; Urry, 1998). Social 
elites have always had the capital to access mobility; they were among the first 
groups to own cars, planes, computers and Internet access. Many others are 
either immobile or subjected to an enforced mobility. As a means of social 
stratification, it is the degree of choice involved in the mobility that makes the 
difference. Those who have the means are able to move out of undesirable 
areas, those who do not are trapped in their location or forced to move to a ., 
location that is not of their choosing (Bauman, 1998). Urry (1998:16) also refers 
to the 'inequalities of mobility' and notes the links here to new technologies, travel 
and media images. 
Through his provocative arguments regarding mobility, Bauman (1998: 23) points 
out that some people could now be considered extraterritorial, as 'globals', while 
a huge number of others submit to enforced territoriality, as 'locals'. For globals, 
access to cyberspace provides the power to remove (at least some) barriers of 
time and space as information is transmitted at an unprecedented pace through 
the Worid Wide Web and email. For locals, restricted in their access to travel of 
either territorial or cyberspatial kind, lack of mobility amplifies their distance from 
the globals. Bauman's point is that 'rather than homogenizing the human 
condition, the technological annulment of temporal/spatial distances tends to 
polarize it' (1998:18). This point is reiterated by others who write about 
globalisation, such as Holton (1998) and Lingard (2000a). 
Some of these global conditions of mobility and time-space compression are 
reflected in the localised work of social demographers; for example, in the study 
of the south-east corner of Queensland by Stimson, Roberts and Taylor (1997). 
In their study, Stimson et al. found an increasing casualisation of the workforce, 
an increasing move from jobs reliant upon physical labour to jobs reliant on 
intellectual labour, and following this, migration of intellectual labour to major 
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cities (largely to Sydney), where the highest incomes may be earned. For many 
others, however, there was the trap of cheap housing in outer suburbs, pooriy 
serviced by facilities such as public transport and childcare. 
Thus, as I pointed out eariier, and in the words of Lingard (2000a: 102), 
'globalization maps onto local practice in contingent, contested, inflected and 
thus in unpredictable ways'. Whitty, Gewirtz and Edwards (2000) also point out, 
in the context of educational policy and Europe, that what seem like broadly 
global themes have uneven, variable and contingent effects at local sites. In •. 
Australia's federal system of government, where education is the residual 
constitutional responsibility of the states and territories, there are complex 
filterings of global policy trends through both the federal and the state levels of 
government. The development of education policy is tied up in this process of 
filtering, where global trends can be translated and transformed within the local 
context. 
This first section of the chapter has provided a very broad picture of the 
background discourses that have impacted upon the ways in which governments 
have managed their populations through the 1990s. 'Postmodernism' and 
'globalisation' have entered common pariance at every level of government. 
Indeed, for some politicians globalisation and neo-liberalism might be used 
interchangeably. Both are words that are used in multifarious ways for often 
divergent purposes. However, both discourses have provided influential 
frameworks for understanding the changes occurring at the end of the century. 
Federal political discourses 
In his 1990 Australia Day Address John Dawkins, then federal Minister for 
Employment, Education and Training said that, 
...Australia can only advance and succeed in the next millennium if 
we can transform our nation from being what Donald Home talked 
about as the 'Lucky Country' into what I term the 'Clever Country' 
(1990a: np). 
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This statement echoed throughout the decade and into the new century. It 
denotes a moment in which the power relationships of education were again 
changing, and changing in ways that reflected the dominant western discourses 
of globalisation, markets, difference, and Importantly for education, radically 
changing work opportunities for young people. Thus, this section of the chapter is 
concerned with these dominant neo-liberal political rationalities of the market and 
economics; and the place of preschool education in these shifting discourses. 
The Australian federal position between 1990 and 1996 within these global •. 
discourses was to recognise, for example, differences, identities and the need to 
engage with Asian communities - but strictly within an economic framing (Porter, 
1993; Reid & Johnson, 1993; Marginson, 1997; Lingard, 2000b). Lingard 
(2000b: 27) notes the different approaches of federal Labor governments towards 
education policy. 
Whereas Whitlam had argued the necessity of federal involvement 
in education because education was of national importance for 
social reasons, the Labor governments of the eighties and nineties 
also argued the national importance of education, but largely 
because of the putative economic significance of education in 
producing the types of workers required in a globalised post-Fordist 
economy. 
Thus, despite the federal Labor government's acknowledgement of social issues, 
there was a shift in political rationality during the late 1980s and 1990s from a 
dominant focus on the domestic, welfare state to a marketised, international 
'competition state' (Cerny, 1990; see also Yeatman, 1993; Porter, 1993; 
Marginson, 1997; Knight & Lingard, 1997). Within such discourses 'The public 
sector is not about the delivery of public values, but about the management of 
scarce resources' (Yeatman, 1993: 3). 
The management of scarce resources in a competitive state has required the 
invention of new ways of thinking about government and new language, tactics 
and programs for governing citizens - and indeed the production of new 
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autonomous responslbillsed citizens to be governed (Rose, 1999b). The 
dominant response to this situation in western states has been the appropriation 
of corporate managerialism from the private sector to the public sector (Yeatman: 
1993; Taylor et al., 1997; Marginson, 1997). The regime of knowledge and 
practice produced through corporate managerialism commonly revolves around 
efficiency, effectiveness, outcomes and accountability. In short, corporate 
managerialism requires a scooping out of the state; narrowing its focus and goals 
while devolving responsibility for the achievement of these goals to localised sites 
(Taylor et al., 1997). Within Australia's federal system of government, where the 
states retain responsibility for education, corporate managerialism entails some 
complex negotiation and mediation between the states and the federal 
governments (Taylor et al., 1997). 
At both the federal and the state/territory levels of Australian government, an 
important tactic for managing and governing within these changing discourses 
has been increasing ministerialisation (Painter, 1987 & 1998; Lingard, 1993; 
Yeatman, 1993; Knight & Lingard, 1997; Lingard, 2000b). Ministerialisation refers 
to the changes in political and governmental structures that have enabled the 
Ministers a greater degree of power and regulatory control over the 
administration of their portfolio (Lingard, 1993; Knight & Lingard, 1997). It has 
also been observed that ministerialisation has been a regulatory aspect of 
simultaneous moves towards both devolution and centralisation of government 
(Knight & Lingard, 1997; Marginson, 1997). Increasing ministerialisation changed 
the nature of the truth games played between not only the federal bureaucracy 
and the federal government, but also between the federal, state and territory 
governments. 
Anna Yeatman (1993) has pointed out, that shifting the political gaze from a 
public service bureaucracy to a leaner market based ministerialised government 
has enabled the erasure, or at least marginalisation, of issues of welfare and 
social justice. She goes on to argue that it is important not to generate a false 
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sense of nostalgia for a lost welfare state, for after all it did not necessarily 
operate inclusively for many, for example women. Indigenous peoples or gay and 
lesbian groups. However, the dominant discourse of markets in the 1990s with its 
regime of efficiency and effectiveness, along with the political response of 
increased ministerialisation, has served to silence and render invisible 
stakeholders who previously could place pressure on governments to recognise 
their needs (Yeatman, 1993). 
Many of these reforms overflowed from movements that began during the 19aQs. 
Australian critical policy analyst, Simon Marginson (1997: 151) points out that 'the 
governments of the 1980s used globalisation and micro-economic reform to open 
education to business, to vocationalise curricula, and to create market-based 
systems of accountability and control'. Although taken up through locally specific 
means, this response to the shifting power relations between states, markets and 
education was not unique to Australia. Rather, similar moves towards a tight 
linkage between markets and education were occurring across the west 
(Kenway, Bigum, Fitzclarence & Croker, 1993; Ball, 1994; Whitty, Power & 
Halpin, 1998; Whitty, Gewirtz & Edwards, 2000; Popkewitz, 2000). 
Citizenship and identities 
Porter (1993), Bartos (1993), Marginson (1997) and Popkewitz (2000) all discuss 
the changing concerns linking citizenship and the workplace with education. 
Surrounding Australian educational policies and programs in the eariy 1990s 
were competing discourses of gender, ethnic identities, international education 
and reconciliation with Australia's Indigenous peoples (Marginson, 1997: 246). 
The emergence of such discourses on the federal education agenda was no 
accident. Rather, the emergence is deeply linked to the Labor government's 
particular uptakes of the dominant western social and political discourses 
discussed eariier, that is, postmodernism and globalisation. For example, the 
postmodern rejection of metanarratives, including the universal school subject, 
and the global mobility of people, whether forced or chosen, produced conditions 
in which difference needed to be addressed. 
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In Australia's context, an example of this attempt at recognising differences and 
challenging social 'truths' is evident in one particular speech of the then Prime 
Minister, Paul Keating. His well known 'Redfern Park' speech was presented for 
the launching of the 1993 International Year of the World's Indigenous People. 
He argued that 'if we can build a prosperous and remarkably harmonious 
multicultural society in Australia, surely we can find just solutions to the problems 
which beset the first Australians - the people to whom the most injustice has 
been done?' (Keating, 1995: 228). Keating went further to urge non-Aboriginal, 
Australians to recognise that the problem begins with them; that is with the need 
for non-Aboriginal Australians to recognise the ongoing impact of British 
colonisation on Aboriginal and Torres Strait Islander lives. 
The year before, in 1992, through what is now known as the 'Mabo decision' 
(after Eddie Mabo the man who brought the case to court), the High Court of 
Australia had declared the notion of 'Terra Nullius'io be a myth. Terra Nullius 
had been the notion that Australia was unpopulated before European arrival. This 
notion had served as the grounds on which the British had colonised the country 
and justified ignoring Indigenous claims to land and compensation (Marginson, 
1997). Thus, the colonial truths on which the modern Australian state had been 
founded were legally and politically open for question. Despite all this, however, 
the current Prime Minister's refusal to apologise to the Indigenous peoples of 
Australia indicates that 'the paternalism of the old Empire has not entirely 
disappeared in Australia in the 1990s' (Bird, 1998: 4). This is also an illustration 
of the important point that discourses do not simply disappear; they shift and 
change, mutate, evolve - and reappear. 
Thus, although Whitlam had an explicit social justice agenda for Indigenous 
groups in the 1970s, the discourses that enabled Keating to make his speech in 
the early 1990s had changed. The year in which this speech was made was a 
UN year; as such it was international (but not necessarily global) in its focus. Its 
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declaration marks a point at which the rights, desires, needs and circumstances 
of Indigenous peoples across the worid were being brought into view. As Prime 
Minister, Keating actively sought to engage Australian political policies and 
programs within discourses of difference, shifting identities and a global market 
(Marginson, 1997). His emphasis on Australian politics taking Its place in the 
global market, recognising the increasing importance of identity and difference, 
however, was built upon the eariier discursive framings of Whitlam, Eraser 
(conservative Prime Minister, 1975 -1983) and Hawke (Labor Prime Minister, 
1983 -1991) (Lingard, 1993; Marginson, 1997). 
Thus, after decades of monocultural, colonial policies, and beginning with 
Whitlam in the 1970s, the Australian government began to embrace difference to 
some extent, often under the rubrics of multiculturalism or social justice 
(Marginson, 1997; Rizvi, 1993; Reid & Johnson, 1993). While economic 
rationalism^ was the dominant organising political rationality, multiculturalism, 
difference and social justice remained, in varying degrees, on the federal 
government policy and program agenda. In schools this was reflected in a range 
of policies, programs and strategies, including the National Policy for the 
Education of Giris (Commonwealth Schools Commission, 1987; Ailwood & 
Lingard, 2001), the National Aboriginal and Torres Strait Islander Education 
Policy (Commonwealth Schools Commission, 1989; Luke, Nakata, Garbutcheon 
Singh & Smith, 1993). 
A national curriculum? 
One clear site in which the regime of truth of economic discourses of efficiency 
and effectiveness can be seen is education. Also visible in education are the 
rather unstable power relations and negotiations enabled through economic 
discourses and the discourses of identities and social justice. The 
Keating/Dawkins desire for a 'Clever Country' demanded educational reform. 
' Economic rationalism refers to a particularly Australian uptake of neo-liberalism, emerging during the 
early 1990s as Labor governments, especially at the federal level, attempted to retain their social justice 
agenda while also addressing the changing economic needs of the nation. 
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however, it was an education reform that emerged from a range of dominant 
discourses enabling, constraining and marginalising different educational and 
social justice agendas. 
In his discussion paper. Strengthening Australia's Schools, Dawkins (1988) had 
been explicit in his desire to create significant links between the economic 
agendas of government and the role of schools in relation to these agendas. For 
example, while he emphasised the states' and territories' responsibility for 
schooling, he insisted that 
.. .the Commonwealth will not ignore the very real responsibility it 
has to provide national leadership. This is especially the case 
because schools are so closely related to the other policy areas 
such as higher education, where it does have a clear financial 
responsibility. In addition, the Commonwealth is a major contributor 
to programs of industry training which rely for their success on 
quality schooling (Dawkins, 1988: 3). 
Dawkins was cleariy focused upon the economic health of the nation, and related 
to this, the role of schooling in preparing young people as citizens who would be 
able to work or take part in further education or training. For Dawkins (1988), the 
central need was to create a national education agenda across the sectors; a 
process that was facilitated during much of his term as Minister (1987-1992) by a 
majority of Labor governments across the states and territories. 
Dawkins aggressively pursued his national agenda for education through the 
mechanisms of the Australian Education Council (AEC). This council was 
comprised of the Ministers for Education from each of the states and territories 
plus the relevant federal minister, in this case Dawkins (for a history of the AEC 
see Spaull, 1987). The AEC was one important site at which the complexities of 
federalism in Australia were managed, at least in terms of educational policy 
development. Some education researchers, such as Reid (1993), feared that this 
attempt for a national approach to curriculum would become a reality and argued 
firmly against such a move. However, Bartlett, Knight, Lingard and Porter (1994) 
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were able to assert that the states had 'struck back', and were refusing to 
cooperate with the national agenda. Such a shift was due, in part, to the 
changing power relations of the AEC, as several state elections had resulted in 
changes in the political persuasion of state governments. Thus, there was now a 
majority of conservative state and territory governments, at odds with and 
resisting Labor's federal agenda (Bartlett et al., 1994). 
Previously, in 1989, the Common and Agreed National Goals of Schooling, more 
commonly known as the Hobart Declaration, had been produced by the AEC.., 
This Declaration listed ten national goals for education in Australia. These ten 
goals were aimed towards the 'economic needs of the nation', using the language 
of adaptability, flexibility, training, lifelong learning and active citizenship in both 
national and global contexts. This economic rationalist discourse, however, was 
tempered with Labor's explicit nods towards the social aspects of schooling. For 
example, there was a statement of the need to respect and understand the 
culture and history of Australia's Indigenous peoples (AEC, 1989). 
New government, changing agendas 
In 1996 the Australian federal government changed, when the Howard 
conservative government defeated Keating's Labor government. This shift in 
government coincided with an increasing level of discontent amongst Labor's 
traditional constituency. At this same election, Pauline Hanson was elected to 
federal pariiament representing a seat based around Ipswich, a town just to the 
south-west of Brisbane, in Queensland. Hanson's political agenda could be 
compared to that of Le Penn in France and other far right groups that have 
emerged across Europe and the USA. Hanson soon came to dominate the 
media, and her far right attacks on immigration, Indigenous Australians and lone 
mothers, voiced in her first speech to pariiament caused an uproar. Hanson is 
now off the political scene. However, the far right opinions she voiced through the 
late 1990s provided an enabling and legitimating space in which Howard was 
able to push his conservative agenda (Johnson, 2000). 
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With a new conservative government came shifting agendas of governance. 
Howard's first term as Prime Minister was characterised by withdrawal from any 
policy issues seen to be the states' and territories' concern, a move that 
inevitably meant that funding for a range of services was cut, in some cases 
significantly. Education was one such site. 
'The basics' and benchmarking 
In 1999 the Hobart Declaration (produced in 1989), was revised and superseded 
by Australia's Common and Agreed National Goals for Schooling in the Twenty 
First Century, or the Adelaide Declaration. The Adelaide Declaration opens with 
the statement that, 
In the information age the greatest challenge will be to invest wisely 
in the intellectual and technological knowledge, skill and 
understanding of our young people. Successful nations will be 
those which accept the opportunities that globalisation presents to 
schooling (Ministerial Council on Education, Employment, Training 
and Youth Affairs [MCEETYA], 1999). 
This statement reflects a dominant emphasis at the turn of the century on 
information technology, and the shifts towards knowledge as a central organising 
feature of workplaces and citizenship. This shift is further evidenced in the 
Report of the Chief Scientist, The Chance to Change (Batterham, 2000), the 
Knowledge Nation platform with which federal Opposition Leader Kim Beazley 
went into (and lost) the 2001 election and the federal government's release of 
Backing Australia's Ability, An Innovation Action Plan for the Future 
(Commonwealth of Australia, 2001). The MCEETYA statement above also tends 
to conflate the notions of information technology, knowledge and globalisation. 
Such a discursive framing elides very basic issues of equity and access to 
information technologies, knowledges and the effects of growing divides of 
poverty (Bauman, 1998). 
While the opening statement of the Adelaide Declaration made use of the 
language of knowledge, skills, information technology and globalisation, the 
federal Minister of that time, Kemp, laid significant emphasis upon the necessity 
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for targets, benchmarks, reporting and accountability. A month after the Adelaide 
Declaration, Kemp presented a keynote address to the Curriculum Corporation 
Conference entitled 'Outcomes Reporting and Accountable Schooling' (Kemp, 
1999). It is this political rationality of accountability, benchmarks and targets -
and the tight linking of this rationality to literacy - that has retained dominance in 
the technologies and tactics of governance invented at the federal level of 
Australian schooling. 
While the Hawke and Keating federal governments had also functioned within-. 
dominant economic discourses of the market place, they maintained a concurrent 
emphasis upon social justice with a broad view to Australia's place in the worid 
(Lingard, 2000b). Successive Howard governments, on the other hand, have 
withdrawn or reduced key social justice policy and funding arrangements, in 
areas such as childcare and education, operating a 'hands off and distant 
government (Lingard, 2000b). However, their educational policies and programs 
have maintained a reduced, or more tightly focused, national agenda through 
national benchmarks and targets for literacy and numeracy. The dominance of 
educational links with work, further training and citizenship remain (MCEETYA, 
1999; Kemp, 1999). 
Both the Hobart and the Adelaide Declarations occupy rather ambiguous 
positions as statements that function to govern governments. That is, as 
declarations that are agreed upon by the federal government plus all the state 
and territory governments. They are also binding in that the policies, practices 
and programs of each state and territory government must be linked into these 
declarations. For example, the eight Key Learning Areas stated in the Adelaide 
Declaration (the arts, English, health and physical education, languages other 
than English, mathematics, science, studies of society and environment, and 
technology) are now the central curriculum organisers in all states and territories. 
As will be seen in the analysis of the Guidelines further on in this chapter, these 
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curriculum organisers are also serving to manage, and govern, the non-
compulsory years of schooling in Queensland. 
Re-marginalising preschool education 
Throughout the 1990s the place of preschool education in the dominant regime of 
corporate managerialism, markets, economic rationalism and difference was 
deeply ambivalent. The 'Clever Country' discourses provided enabling conditions 
for secondary and tertiary science and technology courses to be further 
valorised. However, within these regimes of the market, economic rationalism 
and tertiary or industrial training, preschool education was radically excluded. 
Thus, Whitlam's equity agenda of a federal commitment to preschool education 
for all Australian children was erased. On the other hand, private childcare 
provision exploded - particulariy in South-East Queensland - under the 
significant level of federal funding provided to ensure that women could enter the 
paid workforce. This was not a quick move, rather the shift from preschool to 
childcare funding gradually took place over the thirteen years (1983-1996) of 
federal Labor government. 
However, many Australian children attend a preschool setting of some kind, 
either within a form of childcare provision or within a school system. Estimates for 
1995 had around 97% of four year olds in Queensland attending preschools, with 
65% attending a sessional, state government preschool education setting 
(Crowley, 1996). Marginson (1997:165) points out, however, that in 1975-1976 
the federal government provided 55.6% of all government funding for preschools 
and special education, by 1992-1993 this figure had dropped to 12.5%. While 
there was significant marginalising of federal support for state operated preschool 
education, both discursively and financially, there were large increases in the 
funding of childcare places for working parents. In 1994-1995 the federal 
government contributed 90% of funding to childcare centres (Crowley, 1996). In 
effect the federal government was funding preschool by stealth, since most 
childcare centres provided a preschool program of some sort. 
198 
I suggest that there are at least two Important shifts for state government 
provision of preschool education made possible through the discursive regime of 
economic rationalism, as it was taken up In Australia in the eariy 1990s. First, the 
shift from the provision of a year of preschool education as an equity issue for all 
Australian children, to an almost complete exclusion of preschool from the federal 
educational agenda. In the context of the pressing and highly visible concerns of 
a disappearing full time youth labour market and a tightening of the social 
services to support young people, the equity agenda and related funding was 
shifted to the 'top end' of the educational sector; that is, to ensure either the •, 
retention of young people at school beyond the compulsory years or in 
supporting their participation In industrial/technical training of some description. 
Thus, state government operated preschool education, predominantly perceived 
as a feminised and privatised practice, was rendered marginal and invisible on 
the policy agenda. 
Secondly, within the dominant discursive regimes of the market economy and 
micro-economic reform, women as paid workers were viewed as essential; and 
essential to getting them into the workforce was childcare. The Hawke and 
Keating federal Labor governments made vital and very large commitments to 
childcare funding (Crowley, 1996; Brennan, 1998a & b). This funding regime was 
also due to very vocal and effective women's movements, along with the tireless 
lobbying of individuals, in the federal political arena (Brennan, 1998a). As 
discussed in previous chapters, historically motherhood and eariy childhood 
education have been inextricably bound together in discourses of both citizenship 
and of eariy childhood care and education. The shift in federal emphasis from 
preschool to care is further evidence of the ongoing linkage between dominant 
discourses of motherhood and women's citizenship roles and regimes of truth 
regarding eariy childhood: the imaginable terrain of child rearing, childcare and 
education shifts in tight concert with the imaginable terrain of motherhood, 
citizenship and the economy. 
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The place of young children in the adult focused discourses of feminism has long 
been a vexed and very complex issue (Thorne, 1987; Wallace, 1995; Lawler, 
2000; Castenada, 2001). It remains an issue that the deeply fractured and 
fiercely contested debates that surround childcare and preschool education have 
yet to resolve (Brennan, 1998b). The relevant point for this thesis, however, is 
that within the discursive regimes of markets and economic rationalism the 
position of childcare expanded, while federal government support for the 
provision of state government preschool education contracted. Further, this 
movement (which is not necessarily negative) is tied to the needs of the federal, 
governmenf s vision of economy and citizenship - and of women's role in this. 
To sum up then, throughout the 1990s and across both Labor and conservative 
governments, federal discourses of schooling and education have focused 
around education's place in the economic health and functioning of the nation. As 
such, there has been a fairiy consistent avowal of the regimes and practices of 
the economy and market. This seems to be a western trend, although it is a trend 
that retains local political and social inflections. In Australia, the effects have 
tended to cluster around the 'top-end' of schooling, particulariy regarding 
retention to year 12, further education and training or work pathways. Within 
these discourses preschool has been ignored. 
Another significant regime for Australian schools was the move towards national 
goals, standards and benchmarks, including nation-wide testing in years 3, 5 and 
7. While this regime had begun under a Labor government, it shifted and 
intensified under the conservative government. Within these shifts, social justice 
discourses have been significantly marginalised or erased, while liberal equity 
discourses are now utilised to distribute funds to all schools, both government 
and non-government, wealthy and poor. This is a 'reconstituted' social justice 
agenda, where the emphasis is upon individual choice rather than an 
inten/entionary social justice agenda (Lingard, 2000b). 
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Queensland's political discourses 
It is clear then that neo-liberal discourses of the market, with an emphasis on 
efficiency, economics and in the case of Labor governments, social justice, were 
dominant at the federal level of Australian politics through the 1980s and into the 
1990s. However, at the Queensland level, while these discourses had begun 
having some impact in the second half of the 1980s, the major focus of attention 
was on the findings and recommendations of the Fitzgerald Inquiry ^ and the 
urgent need to renovate the pariiament of Queensland. Until late 1987, when the 
coalition deposed Bjelke-Petersen, Queensland had been relatively insulated . 
from the impact of the market discourses of the federal government (Stevens & 
Wanna, 1993), including the growing push towards a national approach to 
schooling. Queensland was after all, the state which flew the state flag, rather 
than the Australian flag in its schools and sang the Royal Anthem (God Save The 
Queen), rather than the Australian Anthem (Advance Australia Fair) on school 
assemblies right up until 1990 ("Schools now use national flag," 1990). 
By 1990, however, a new 'pbst-Bjelke-Petersen era' in Queensland was well 
underway (Lingard & Collins, 1991a). The task for the Goss Labor government 
(elected in 1989) in Queensland had been to clean up the public service, 
including education, thereby restoring a sense of democracy and confidence in 
government (Coaldrake, 1989; Lingard & Collins, 1991a; Stevens & Wanna, 
1993; Burke, 1993). This was no small task. As revealed by the Fitzgerald 
Inquiry, successive Bjelke-Petersen governments had left a legacy of a largely 
politicised, often corrupt, senior bureaucracy. The Fitzgerald Inquiry forced the 
resignation of Bjelke-Petersen and led to the ascendency of Mike Ahern as 
Premier. Ahern undertook to address the findings and recommendations of the 
Fitzgerald Inquiry; however, the task for the Goss government remained 
enormous (Lingard & Collins, 1991a). 
" This inquiry into government corruption, conducted by Tony Fitzgerald QC, was ordered in May 1987 by 
Bill Gunn, Acting Premier, while Bjelke-Petersen was out of the country. It was supposed to last around 6 
weeks. It went for over 18 months. It led ultimately to the defeat of long-term conservative governments in 
Queensland (1957-1989) and to a 'modernising' of the processes of government. For further detail see 
Dickie, 1989; Coaldrake, 1989; Prasser, Wear & Nethercote, 1990; Stevens & Wanna, 1993. 
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As a Labor government, Goss's government was more amenable to the 
discourses of the federal Labor government. This, along with the implications of 
the Fitzgerald Inquiry, created the conditions of possibility for a massive 
restructuring of the public service. While these conditions had begun emerging 
prior to the Goss government, the nexus provided by the Fitzgerald Inquiry, a 
federal Labor government, a state Labor government and a dominant community 
focus on reform enabled a large scope for developing new policies, programs 
and techniques of governing in Queensland. As Australian policy analysts, 
Stevens and Wanna (1993: 11) maintain, the Goss government in Queensland 
had a 'rare window of opportunity to change the state for the better'. 
It was, however, a regulated opportunity. While the political and administrative 
power relations had shifted, the authoritative discourse of reform was focused 
upon the recommendations of the Fitzgerald Inquiry (Stevens & Wanna, 1993). 
These recommendations circled around issues of police, law, public 
administration and political processes. As Stevens and Wanna (1993) suggest, 
the reform demanded through the Fitzgerald Inquiry and the policy platforms of 
the Goss government did not necessarily coincide. As a government, they were 
thus in a potentially difficult position, since in some respects the reformist aspects 
of the Fitzgerald Inquiry maintained a weightier authority than those of the 
government, at least during their first term. 
Furthermore, I would suggest that the position in which the Goss government 
found themselves could be considered evidence of the contingencies and 
pragmatics on which government is so regulariy based (Peters, Marshall & 
Fitzsimons, 2000). The demise of the Bjelke-Petersen government was the 
culmination, not only of deliberate and concerted effort on the part of some 
individuals, but also of moments of coincidence and contingency. For example, 
Bjelke-Petersen's absence from office at a critical moment and Hawke's (the 
Prime Minister at the time) opportunistic calling of a federal election. Following 
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the Fitzgerald Inquiry, the Goss government had little choice but to address (or at 
least present an image that they were addressing) the recommendations of the 
Inquiry. Thus, without the Fitzgerald Inquiry, the Goss government may not have 
gained office - but without the Fitzgerald Inquiry the Goss government would 
probably have looked quite different. 
Review, reform, restructure 
Bob White writing in the Queensland Teachers' Journal, the professional journal 
of the Queensland Teachers' Union, stated that, 'Just as Tony Fitzgerald has 
documented the existence of a police culture and its consequences, a particular 
authoritarian culture developed within the [education] system' (White, 1990:16). 
He goes on to point out that in such a culture reports were not released, 
promotion had become secretive and the Union had been excluded from the 
department's operations. However, while the neglect discussed in this article is 
framed around the 32 years of conservative rule, the neglect of Queensland's 
education system extended at least back to World War II and into the time of 
previous Labor governments in Queensland (Lingard & Collins, 1991 a & b). 
In this context of extensive neglect, the 1990s could be viewed as a decade of 
review, reform and restructuring in Queensland's state education department As 
already pointed out, however, this review, reform and restructuring process was 
linked into a much broader public service reform agenda built upon corporate 
managerialist principles. While this process had begun before the Goss 
government, it proceeded through two terms of the Goss Labor government 
(1989 -1996), continued through the Borbidge conservative coalition government 
(1996 -1998) and into the current Beattie Labor government (1998 - present). 
Within this process of reform, preschool education was gradually drawn into the 
dominant discursive net of Queensland's state education system. Thus, while 
remaining a marginal and voluntary school year, preschool education was 
becoming more tightly linked with the compulsory years of schooling in 
Queensland. 
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When the Goss Labor government was elected in 1989, the funding levels of 
Queensland's education department was one of the lowest in the country and the 
system desperately required large financial input (Lingard & Collins, 1991 a & b; 
Burke, 1993; Marginson, 1997). Goss promised and delivered a large amount of 
money, however, the shortfall had become so large that much of this was taken 
up with restructuring teacher salaries and employing hundreds of new teachers. 
Following the international and federal trend, education and other public service 
departments were restructured under Goss within the regime of corporate 
managerialism. That is, within neo-liberal discourses of economics and efficiency, 
with generic managers and a devolved administrative structure (Lingard & 
Collins, 1991 a & b; Burke, 1993). This regime also incorporated a concern for 
social justice processes that was particulariy identifiable with Labor governments 
at all levels in the eariy 1990s (and at this time Queensland education developed 
its first social justice policy). 
Corporate managerialism in Queensland focused on at least two tactics for 
governing that were both connected and parallel. First, there was significant 
devolution that not only produced a 'flatter' central office, but also enabled moves 
towards school based management (Knight & Lingard, 1997). To manage moves 
towards school based management there have been three major documents; 
Focus on Schools (1990), Leading Schools (1997) and Future Directions for 
School Based Management in Queensland State Schools (1998; for further 
discussion of this issue see Lingard, Hayes & Mills, 2001). Secondly, there were 
two curriculum reviews, the second of which supported the government's 
devolution process, recommending increased testing and accountability 
measures. For the purposes of this thesis it is the curriculum reviews that are of 
most interest. 
The first of the two curriculum reviews, released in 1991 and known as the 
Hughes Report, was buried by the Goss government. It seems the Hughes 
Report did not deliver the government's expectations and was therefore 
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unpopular (Anderson, 1997; Thomas, 2000). The second of these, the 
Queensland Curriculum Review, Shaping the Future, however, was significant in 
the review and restructuring of education in Queensland in the 1990s (Wiltshire, 
McMeniman & Tolhurst, 1994 a, b, c & d [Wiltshire Review]). While there seemed 
to be no particular educational crisis that sparked the review (Thomas, 2000), it 
nevertheless produced recommendations that reiterated and authorised shifting 
discursive directions for education. For example, there was an increased 
emphasis upon 'the basics' of literacy and numeracy along with an increased 
emphasis upon testing and a centralisation of curriculum development for the ., 
compulsory years of schooling. Importantly for preschool education, the report 
recommended curricula continuity across the years P-12^. Thus, the Wiltshire 
Review drew preschool in from the periphery as a 'Core Curriculum' issue stating 
that: 
New curriculum guidelines for preschools will be developed, with a 
major focus on strategies for promoting eariy literacy and numeracy 
development. Adoption of these guidelines will be mandatory in 
state preschools. They will be made available to non-state 
preschools, kindergartens and child care centres (Wiltshire, 
McMeniman & Tolhurst, 1994b: 2). 
This desire for new curriculum guidelines, that is, new techniques of regulation, 
points towards the emergence of a modified political rationality of preschool 
education in Queensland. Although previous reviews of education in Queensland 
had mentioned the need to incorporate preschool into the overall continuity of the 
early years education (Department of Education, Queensland, 1986; Ministerial 
Consultative Council on Curriculum, 1992) this need had not been acted upon. 
In 1994, documentary direction for preschool education remained rather slender. 
The movement of preschool education from a relatively private periphery, where 
(mostly) women playfully developed 'normal' young children, to a public site to be 
governed within the wider discourses of schooling, work and 'back to basics' is 
significant. The significance of this drawing in of preschool education, and the 
In Queensland schooling is compulsory from years 1-10; preschool and years 11 & 12 are currently 
voluntary. There is currently a White Paper to raise the school leaving age from 15 years to 16 years. 
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rewriting of 'the preschool child' as a knowable object (Miller & Rose, 1993), is 
taken up in more detail in the final section of this chapter. 
To return to Wiltshire, eariy childhood academic Sue Grieshaber (2000: 269) 
argues that the Review 'reflected concern about standards, particulariy in relation 
to literacy and numeracy'. It also needs to be asked, however, who had the 
authority to be concerned about these standards, and who had the power to then 
act upon that concern. Thomas (2000) asserts that this concern for standards 
and the 'basics' of literacy and numeracy were reflective of the Premier's agenda, 
an agenda that led to ongoing battles between Premier Goss and his Minister for 
Education, Pat Comben'^. Goss maintained an emphasis on the basics - literacy 
and numeracy - along with testing and accountability, Comben resisted this, 
preferring to place a more positive spin on schooling in Queensland. Further, 
Thomas (2000) suggests that the Premier's emphasis on standards was a useful 
political and discursive shift away from resourcing and funding issues to issues of 
testing and outcomes. I would add that this discursive shift was essential to the 
building of a devolved, lean and efficient education system and fitted snugly into 
the dominant corporate managerial framing of the state and its public 
administration. 
There was critique of the Wiltshire Review from Queensland educators and 
academics (e.g. Lingard & Rizvi, 1995; Anderson, 1997; Thomas, 2000) and from 
the Ministerial Advisory Committee on Gender Equity in Education (1994). 
Thomas (2000) argues that the processes of the Review were distanced from 
educators, marginalising their input and controlling debate. The Review was also 
regarded as 'distrustful of teachers and schools, seeking to establish a number of 
mechanisms to ensure greater monitoring and accountability of their work' 
(Lingard & Rizvi, 1995: 63). Lingard and Rizvi (1995) and Anderson (1997) also 
See Thomas (2000) for a detailed study of the process of the Wiltshire Review, including interviews with 
key players and an analysis of media representation. 
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point towards the discursive disjuncture between a document entitled Shaping 
the Future and its back to basics emphasis. 
Certainly, there is a major emphasis on economic efficiency, standards, literacy 
and numeracy in the Wiltshire Review. Given its timing, across 1993 and 1994, 
this emphasis can be linked into the discursive framing of education at the federal 
level of Australian politics. The use of education as a tool for micro-economic 
reform had begun during the 1980s by the Hawke Labor government (Lingard & 
Collins, 1991a & b). During this time Dawkins had foregrounded the need for .. 
benchmarks and higher levels of literacy and numeracy in Strengthening 
Australia's Schools (Dawkins, 1988). Finally, the 1989 Hobart Declaration, as 
mentioned in the previous section of this chapter, had been written in Labor's 
dominant fusion of social justice agendas and the neo-liberal language of 
economy, adaptability, flexibility and paid work, and as a nationally agreed 
document was deferred to at the state level for implementation. Also indicative of 
a federal discursive impact was a statement in the Wiltshire Review that 
Queensland should, 
...encourage, participate in, and lead a national curriculum which is 
broad in its goals, scope and methods, and allows this state to 
enhance the strengths of its school system, and meet the particular 
needs of its school population (Wiltshire, McMeniman & Tolhurst, 
1994a). 
The Wiltshire Review also emphasised the ongoing need to devolve 
responsibilities to schools, while creating a centralised curriculum around which 
standards could be produced (Wiltshire, McMeniman & Tolhurst, 1994 a, b & d). 
There is a familiar discursive theme here in the creation of a regime of 
centralised standards in order that devolved responsibility can be tested, 
assessed, shaped and watched (Rose, 1999b). Thus, the Wiltshire Review 
(1994a: 15) lists the new organisational structures designed to implement the 
recommendations of the review, pointing out that 'Accountability [is] to be a key 
feature of all these bodies'. 
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While the Goss government did not accept all of the Wiltshire recommendations, 
one significant consequence was the establishment of a new statutory authority, 
the Queensland School Curriculum Council (QSCC). As a statutory authority, the 
QSCC operated within its own Act of Pariiament, but in cooperation with 
Education Queensland. The QSCC had responsibility for producing curriuclum 
and testing materials for all areas of P-10 education. It is important to note also, 
that the establishment of the QSCC enabled classroom teachers to have greater 
involvement in the development of centrally mandated curricula, since teachers 
were employed to research, write and trial the documents. 
The changes wrought in the Queensland government education system during 
the Goss government emerged out of their uptake of the discourses of corporate 
manageriaism and their concern for issues of social justice. The regime of truth 
and practice that emerged thus focused on devolution, school based 
management, curriculum review and changing structures for the production and 
accountability of curriculum and instruction (Lingard & Collins, 1991 a & b; Burke, 
1993). 
Leading schools 
The balancing act of the Goss Labor government, attempting significant change 
in a conservative state, ended in 1996 when the Borbidge coalition government 
gained office. This return to a conservative state government in Queensland was 
accompanied by the election of the Howard conservative government federally. 
In terms of education, the Borbidge government was rather quiet, although 
paradoxically, they did request and fund the largest educational research project 
in Australian educational history: The Queensland School Reform Longitudinal 
Study (Lingard, Ladwig, Mills, Bahr, Chant, Warry, Ailwood, Capeness, Christie, 
Gore, Hayes & Luke, 2001). Their major policy platform, however, was to provide 
further impetus to the school based management push via the (very unpopular) 
Leading Schools program (Lingard, Hayes & Mills, 2001). The most relevant 
point to make about this ongoing regime of devolution is that more and more 
208 
responsibility was being placed upon individual school sites, and particulariy 
principals, to implement centrally produced policies and programs. 
The Preschool Curriculum Guidelines were written and produced during the term 
of the Borbidge government. This also coincided with the first term of the 
conservative federal government and the federal influences upon the Guidelines 
text are noted in the final section of this chapter. The Guidelines were, however. 
Implemented in the first term of the Beattie Labor government. 
7^e Smart State 
After only one term in office, the Borgidge government was replaced in 1998 by a 
Labor government led by current Premier Peter Beattie. Labor immediately 
abolished Leading Schools, placating teachers and the union in the process. 
School based management continued, however, in the guise of Future Directions 
for School Based Management in Queensland State Schools (Lingard, Hayes & 
Mills, 2001). 
The central organising idea for this new Beattie Labor government has become 
'the Smart State'. Education is fundamental to the achievement of this aim and 
the corporate policy Queensland State Education 2010 (Education Queensland, 
2001) is reflective of this. Preschool education is one site through which the 
implications of the Smart State have become very clear. I will turn to these new 
tactics in Chapter seven. Now, however, I consider the shifting political 
rationalities on which preschool has been based and the changing tactics of 
governance that have emerged in these changing conditions. 
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New technologies of governance: the Preschool Curriculum 
Guidelines 
Who needs metanarratives when management will do? 
(Lyon, 1999: 17). 
As Lyon is suggesting above, postmodern suspicions of metanarratives have, in 
some ways, seen metanarratives morphed into, or replaced by, new prescriptions 
for the management and regulation of daily life. As discussed eariier in this 
chapter, discourses of economic rationalism and corporate managerialism hav6 
been dominant in the widespread reform of the public service in Australia. This 
reform has incorporated education, and throughout the 1990s and across the 
educational spectrum, accountability, outcomes and other performance 
measures have increasingly become the basis upon which judgements of 
educational worth and value are made. Within this network of neo-liberal and 
advanced liberal moves to public measures of performance, preschool education 
in Queensland has gradually been drawn into broader educational discourses. 
This final section of the chapter notes some effects these changing forms of 
political rationality have produced for preschool education in Queensland. 
To undertake an investigation of the ways in which preschool children and 
teachers are currently governed in Queensland government settings, I take the 
Preschool Curriculum Guidelines (Guidelines) as a central piece of data. As with 
the Handbook discussed in the previous chapter, this is now the central text 
through which teachers in Queensland state preschools are, officially at least, 
expected to guide their practice. 1 suggest that this is a textual representation of 
a moment when understandings of preschool education, including 
understandings of teachers and children, were undergoing reassessment. It 
would be overiy simplistic to suggest that the Guidelines are much more than 
this. As Atkinson and Coffey (1997: 47) point out, texts, 
...are 'social facts', in that they are produced, shared and used in 
socially organized ways. They are not, however, transparent 
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representations of organizational routines, decision-making 
processes or professional diagnoses. 
Thus, I am very aware that in analysing a curriculum document, and the 
conditions in which it was produced, I am not addressing the ways in which it 
may be taken up by teachers - including the possibility of it being resisted or 
ignored (for an analysis of teacher perceptions of the Guidelines see Kable, 1998 
& 2001). While the Guidelines text is the central data source for this final section, 
I also make use of various surrounding documents to further broaden the 
investigation, such as the Design Brief for the Guidelines, memos to principals ^ 
regarding the implementation of the Guidelines and online departmental 
information. 
The Preschool Curriculum Guidelines 
During the 1990s there were widespread moves towards reasserting the 
importance of preschool education in Australia and overseas (e.g. in New 
Zealand, Ministry of Education, 1996; the USA, Bredekamp & Copple, 1997; 
South Australia, Department of Education Training and Employment, 1999; 
Scotland, Scottish Consultative Council on the Curriculum, 1999; the UK, 
Department for Education and Employment, 1999). The Guidelines were 
developed both in this broader context of a new range of preschool curriculum 
documents, and in the specific Queensland education context of the structural 
and curricula recommendations from the Wiltshire Report. The Guidelines were 
in fact the first document produced by the newly established Queensland School 
Curriculum Council (QSCC), an apparently fitting beginning for the authority 
(QSCC, 1998). As curricula developed by the QSCC are mandatory for use in 
Queensland's government school system, the Guidelines also have the unique 
distinction of being a mandatory curriculum document for a non-compulsory 
school year. 
The Guidelines are structured around the 'five key components of effective 
preschool curriculum' (QSCC, 1998). These are understanding children. 
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partnerships, flexible learning environments, play and Foundation Learning 
Areas. The new Foundation Learning Areas, posited in the Guidelines as specific 
to preschool, are health and physical understanding, communication, 
understanding environments, thinking, social living and learning, cultural 
understanding and sense of self and others. Literacy and numeracy are also 
deemed central to preschool curriculum development. I would also point out here 
that the Guidelines is a different sort of text from the Handbook, the text 
considered in the previous chapter. That is, while the Handbook was heavily 
administrative, briefly dealing with curriculum as an aside, the Guidelines is 
entirely a curriculum document containing no administrative information. 
Emerging within a broader context of reform, the Guidelines represent an uneasy 
textual coagulation of the reiteration of dominant eariy childhood educational 
practices, along with the explicit reframing of preschool within wider social, 
political and educational discourses (Grieshaber, 2000). The Guidelines are 
certainly the most substantial curriculum document addressing preschool 
education that has been produced for Queensland state preschools. This is 
pointed out on the Queensland Studies Authority^ website where the Guidelines 
are described as providing 'teachers in preschool settings with a framework 
document for curriculum development for the first time' (QSA, 2002b). 
The Guidelines is a large text and I must note here that I offer only one of many 
readings of this text. For the purposes of this thesis and this analysis, my interest 
is in the changes (or otherwise) in governmentality that may be evidenced within 
the text. Further, I am particulariy interested in how the themes addressed in the 
analysis of the Handbook in the previous chapter are now produced and 
managed. Those themes, mother/teacher relations, understandings of content 
and the private nature of preschool work are picked up again and reconsidered 
Queensland Studies Authority (QSA) was established in July 2002. It replaces several separate 
educational bodies, including the QSCC, which previously developed curriculum for Queensland 
educational settings. The QSA is now responsible for the development of syllabus for the school years of P-
12 and for post-school technical education. It also manages tertiary entrance. Visit <www.qsa.qld.edu.au> 
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here taking account of the new language, tactics and strategies that now 
contribute to the conditions of possibility for preschool education in Queensland. 
Mother/teacher and parents/partners: changing relationships in preschools 
The provision of preschool in Queensland in 1973 made an explicit commitment 
to the place of mothers (parents) in the successful implementation of preschool. 
While the attention to relationships between the home and preschool remain, the 
emphasis has changed significantly. 'Partnerships' form one of the five key 
components of the preschool curriculum as presented in the Guidelines (QSCC, 
1998: 20-26). The partnerships referred to are not just those between the 
preschool and parents, rather there is acknowledgement of the need for 
professional partnerships with a range of bodies, such as other care givers (e.g. 
childcare centres), the primary school and other departmental agencies. Also 
significant is the consideration of partnerships between teachers/adults and 
children; and between children and children. 
Within this new regime of partnerships, the role of parents - particulariy mothers 
- has shifted. While they are still deemed essential to the running of a successful 
preschool program, it is a participation that functions under changed terms and 
within a new field of tactics and strategies. As suggested in the previous chapter, 
parents, and especially mothers, were initially considered part of the preschool 
program due to both its positioning as a bridge from home to school, and the 
compensatory emphasis on the need to educate parents in the importance of 
schooling. Further, as state preschools were not considered a form of childcare, 
given the sessional nature of the program, it was assumed that mothers would be 
both available and willing to take an active role in the preschool day. 
In the Guidelines, the role of parents is constructed as a partnership that entails 
explicit recognition on the part of the preschool teacher of the various social, 
cultural, home and family contexts from which young children come. Thus, the 
Guidelines point out that preschool teachers need to understand 
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The impact of contemporary society on parents' routines and needs 
[which] requires teachers to offer flexible alternatives when creating 
workable partnerships (QSCC, 1998: 22). 
The Guidelines text is also carefully constructed to include fathers, while 
acknowledging the changing patterns of family structures. For example, a central 
illustration of the partnerships section in the Guidelines is the story of Luke's 
father (QSCC, 1998: 20). Luke's father brought his council truck to preschool, an 
act that triggered much excitement and a widespread desire on the part of the 
children 'to be truck drivers when they grow up' (QSCC, 1998: 20). A photo of-the 
truck at preschool accompanies this story, with Luke's father standing by the 
truck and the preschool children sitting by and looking on. Of course, the reality 
of participation and partnerships between fathers and preschool is probably quite 
another story, for as Vincent and Ball (2001: 642) point out, when it comes to 
decisions regarding the care of young children 'fathers are very much 
background figures, bit players in a drama whose key actors are the mothers, the 
female carers and the children'. 
To reinforce this new emphasis on partnerships, rather than simply parental 
participation, there are a series of Parent Information brochures that accompany 
the CD-ROM version of the Guidelines. The eight brochure templates provide 
parents with an introduction to the Guidelines, an overview of the five key 
components of the Guidelines plus information on literacy and numeracy. Each of 
the brochures contains suggestions on ways parents and care-givers can support 
and participate in the preschool program (often without the need for physically 
being present at the preschool). For example, in the brochure on play, parents 
and care-givers are instructed that they, 
...can support their children's development in all areas by: 
• allowing time and space for play each day 
• helping children to talk about their play 
• taking on roles in children's play (for example, patient or customer) 
• encouraging children to explore different types of play (for example, 
games with rules, dressing up, outdoor play and water play) 
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• valuing the importance of play for young children (QSCC, 1999: 
np). 
Further, the brochure concerning partnerships lists a variety of ways in which 
parents and care-givers can help develop partnerships at preschool. Such as, 
sharing information (which is kept confidential), chatting with the teacher or 
teacher aide when delivering or picking up children from preschool and making 
contact via phone or in person (QSCC, 1999: np). Of the six suggestions 
provided, only one assumes voluntary daytime contributions; that of visiting the 
preschool to take part in regular activities. In this formulation of partnerships, 
mothers and motherhood (including the good mother/teacher) are no longer 
central to the discourses of preschool education. Thus, while positive home-
preschool relations remain highly valued, the notion of partnerships in the 
Guidelines has broadened the scope of influence. 
However, although there has been a shift to partnerships, there remain subtle 
power relationships between the eariy childhood teacher as educator and the 
parents/partners. For example, all of the parent brochures are designed to 
educate parents not only about the importance of preschool education, but also 
about how they might go about supporting the preschool program in a range of 
ways. A package has also been produced for parents to inform them of how 
everyday experiences can be produced as literacy and numeracy lessons. This 
package, 'Hand in Hand', is available for sale through Education Queensland or 
on loan from every state preschool centre. 
Further, in the discussion of play within the Guidelines text, teachers are told that. 
The different values associated with play tend to be culturally 
based. The transition from a family culture, where play may not be 
highly valued, to a preschool setting, where the basic emphasis is 
on learning through play, may create conflicts for young children. 
Discussion with caregivers highlighting and celebrating the learning 
that is occurring through play is helpful in these circumstances. 
Teachers may also use strategies that encourage children to 
participate more confidently (QSCC, 1998: 31). 
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Thus, although preschool teachers are to value diversity in partnerships, families, 
cultures and children, they are to concurrently instruct both children and parents 
in the absolute value of play In preschool settings. In this way the dominant and 
powerful regime of truth and practice surrounding play as pedagogy is reasserted 
over all other understandings of eariy learning. Further, while teachers, parents 
and children may be partners in the preschool process, they are unequal 
partners. 
Developing this theme further, I would suggest that within the Guidelines there is 
evidence of a shift from a home-based conceptualisation of preschool education 
in Queensland, dominant in the 1970s and 1980s to a more educative, play-
based conceptualisation. This shift is significant, as it has the potential to alter the 
range of preschool subjectivities and practices available to teachers, parents and 
children. As discussed in the previous chapter (and see Dahlberg, 2000a), there 
is a strong link between 'private' eariy childhood practices and dominant 
discourses of eariy childhood settings as a substitute home with a substitute 
mother/teacher. However, the following question now needs to be considered. 
If the eariy childhood institution is not understood as a substitute 
home, then the eariy childhood worker is also not to be understood 
as in any way a substitute parent. (Dahlberg et al., 1999: 82). 
The understanding, production and management of these changing preschool 
roles and relationships have required a rethinking of preschool education in 
government schools. Such a rethinking produces a new language. It is to this 
new language I now turn. 
Producing a new language for preschool in Queensland 
Central to the establishment of new regimes of regulation and management is the 
production of a new language with which to think and talk about practice (Rose & 
Miller, 1993; Rose, 1999b; see Chapter two). Language produces preschools, 
teachers and children as potentially manageable; and as forms of management 
and regulation change so too does the language through which preschools 
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become 'thinkable' (Dahlberg, 2000a). Importantly, this language also renders 
particular practices and tactics unthinkable. 
The Guidelines link state-based preschool education directly into the compulsory 
years of schooling and the dominant discourses found there. Such a linkage was 
an explicit objective of the state, as one of the terms of reference was 'to ensure 
the Guidelines take account of National Statements and Profiles in the Key 
Learning Areas.' (QSCO^, 1996a: np). The Guidelines, therefore, are overtly 
linked into national agreements and as such are constituted within the dominaqt 
neo-liberal discourses of corporate managerialism, economic rationalism and 
widespread reform and restructuring of the public service. Grieshaber (2000) also 
asserts that the language and terminology used in the Guidelines is a reflection 
of the state's agenda and is evident in the use of jargon previously uncommon in 
preschool settings, such as 'curriculum', 'assessment' and 'outcomes'. 
The Design Brief (QSCO, 1996b: 15) for the Guidelines suggests that the 
document will 'build a common language for communicating about preschool 
curriculum'. While this suggestion provided the potential for a complete overhaul 
of the language of preschool education in Queensland, it also could be read as 
an opportunity for a public assertion and valuing of why it is that children 'just 
play' at preschool. I would suggest that the Guidelines text is a combination of 
these two readings. The QSA (2002a) supports this assertion, framing the shift in 
language both as a challenge for extending our thinking about what preschool 
should be for (as indeed it does), while also reaffirming the best of current 
practice. 
I would suggest, therefore, that while preschool education has certainly been 
reframed to directly link into the compulsory years of schooling, this has been 
achieved within the field of ongoing dominant discourses of eariy childhood. 
In the first instance the Queensland School Curriculum Council was briefly known as the Queensland 
School Curriculum Office. 
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Developmental psychology is identifiably the basis of the Guidelines, possibly 
reflecting the Dahlberg et al. (1999:103) point that. 
Many policy-makers and practitioners in the field of eariy childhood 
are unaware that developmental psychology has 'suffered a 
beating': they continue to rely on it to provide them with a 'true' 
account of childhood and a foundation for policy and practice. 
Evidence of all the technologies of governance linked to the discourses of 
developmental psychology can be found in the Guidelines. That is, they employ 
the language of child-centeredness, play, individuality, social, emotional, physical 
and intellectual development, while maintaining the privilege of the adult gaze 
through an emphasis on observation as the core practice of the teacher. For 
example, children are described in the Guidelines as, 
...potentially competent, engaged, thinking, creative and 
communicative. They are active learners who seek to make sense 
of the worid, and explore patterns and relationships as they 
investigate and play with materials, ideas and people (QSCC, 1998: 
5). 
Further understandings of children are produced through statements such as. 
Children's development occurs holistically. When teachers identify 
each individual's unique developmental and learning pathways, 
they can make informed curriculum decisions (QSCC, 1998: 15) 
and. 
Play...is the fundamental medium for young children's learning and 
is central to an effective preschool curriculum. It is a natural activity 
for children through which they make meaning of the worid around 
them (QSCC, 1998:30). 
Cleariy, then, dominant framings of eariy childhood practices have not 
disappeared, or even become marginalised, within the Guidelines. They do, 
however, now form part of an emergent pastiche of dominant eariy childhood 
practices and dominant state framings of educational reform in Queensland. 
The creation of this pastiche has required a reframing of the conceptual 'space' in 
which preschool exists. That is, preschool is now sandwiched between the 
developmental (physical, social, emotional and cognitive) discourses of infancy 
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and the Key Learning Areas from the National Statements and Profiles (English, 
health and physical education, mathematics, arts, science, languages other than 
English, studies of society and the environment and technology). The following 
diagram from the Guidelines Illustrates this conceptual reframing (QSCC, 1998: 
90). 
Prior learning Foundation learning areas Key learn ing 
areas 
lnrc^racc<{ pix;schf)o} icariiiri^.<i buiid on cliildrcn's prior Icarniiif* experiences aiiJ 
lay t'ount-liition^ for hirrr leariinijt. \.c:u-niny is therefore a lifeionj; pnxrcsv. (he 
links lictvifcii rhc. tV)u)Jtt:iiioii learning arciA :ind iiuci IcaminiJ rn the key Ic.irnin^ 
rirca^ ^rc i]hi<rr.itcd ii» fhr din^rain ahovc. Prior learning considers faniiiy. .tociaJ 
• !'- ^ ^ifdJ-nl rnnr<\K in which a rhiJJ devt'lnps 
As suggested In Chapter four, one of the enduring achievements of Froebel was 
his production of a kindergarten space between home and school. Within the 
Guidelines this 'in between' space is reconfigured and re-regulated as preschool 
becomes the place in which the foundations for lifelong learning are laid, through 
the implementation of a curriculum growing, in part, from the Foundation 
Learning Areas. 
All these Foundation Learning Areas have outcomes statements, and, combined 
with literacy outcomes and numeracy outcomes, potentially provide at least nine 
areas within which a successful preschool childhood might be measured 
(Grieshaber, 2000). 1 would like to extend this argument to take account of the 
neo- and advanced liberal framings of lifelong learning evident here. It seems 
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that the 'perpetual training' (Rose, 1999b: 160-164) of citizens in advanced liberal 
societies, such as Queensland's, now begins long before school. Thus, preschool 
is valorised as the site where the foundations for lifelong learning are established 
and where the constant upgrading of each individual's personal capital begins. 
Performatlvlty: public work, public governance 
Both Dean (1999) and Ball (2000) refer to technologies of performatlvlty as a 
means of regulation of subjectivities and selves (see also Chapter two). Ball 
(1998a) refers to performatlvlty as playing a part in the reorientation of teachers 
and students to the needs of neo-liberal and emerging advanced liberal forms of 
government and governmentality. 
Although performative technologies of regulation are evident in the production of 
the Guidelines, the impact could be viewed differently in preschools as opposed 
to schools. While strategies such as performance reviews or accountability 
through student testing and outcomes may be implicated through the 
implementation of the Guidelines, the way in which they impact upon preschool 
teachers' work, and indeed preschool teachers' subjectivities is, arguably, 
different. The historical positioning and development of preschool is quite 
separate from primary education, and the understandings of 'preschool teacher' 
and 'primary school teacher' are products of these separate histories (see also 
Hultqvist, 1997). 
In Queensland government schools, preschool education has historically 
occupied a fairiy autonomous position in relation to the attached primary school, 
functioning under the direction of the teacher-in-charge and the Division of 
Preschool Education in the Queensland Department of Education. However, 
during the restructuring that followed the change of government in the late 1980s, 
the Division of Preschool Education was abolished and preschools were moved 
to the jurisdiction of the primary school. This rationalisation was linked into moves 
to school-based management and it brought the principal of the primary school 
across to be also the principal of the preschool. Within these new arrangements. 
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the teacher-in-charge position remains. Given these different histories, it can be 
asserted that although preschool teachers' lives and subjectivities are touched by 
technologies of performatlvlty, they are potentially recreated in different ways 
from the manner in which, for example, primary school teachers are being 
recreated (Ball, 2000). 
I suggest that Queensland's preschool teachers' subjectivities are being 
challenged to move from 'motheriy', an image accompanied by private practice, 
to a performance of 'teacheriy', an image accompanied by public practice that, 
incorporates a range of new partnerships and new descriptors. To support and 
illustrate this suggestion I would like to follow up two points. First, the shifting 
relationships between the principal and the preschool teacher, and second the 
increased emphasis on the production of the 'school ready child' (see 
Grieshaber, 2000). 
To turn first to the shifting relationships between principals and preschool 
teachers, I discuss the implications of a memo from the Assistant Director-
General of Education Queensland dated 12 January 1998 (Education 
Queensland, 1998). In this memo principals are informed that they are to decide 
on the successful participation of preschool teachers in the professional 
development course for the implementation of the Guidelines. Further, they are 
told that another memo will provide 'a set of indicators to assist principals in 
assessing the successful completion of portfolio activities'. Although the 
indicators have remained (sadly) elusive, the professional development modules 
are now readily available on the CD-ROM version of the Guidelines. After 
completing these modules the preschool teacher then completes an 'Application 
for Credential' form. This paper work is signed off by the principal and returned to 
Education Queensland. 
That it is principals who have the responsibility for ensuring the competence, or 
othen/vise, of the preschool teacher in their use of the Guidelines is strongly 
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linked into broader educational discourses and policies of school based 
management. While principals have a degree of autonomy in the way in which 
policy and curriculum are written, produced and developed at the school site, 
they are also required, in this instance at least, to undertake the assessment of 
the implementation process. The requirement that preschool teachers create a 
portfolio that illustrates the successful completion of professional development 
surrounding the Guidelines, resonates with Ball's (1998a) notion (drawn from 
Lyotard) of the fabrication of the self. The preschool teacher who wishes to 
remain in a Queensland government preschool setting must fabricate, produce, 
manage and perform preschool teacherhood through the creation of a successful 
portfolio. There are indications that some have resisted this performance, losing 
their preschool position in the process (posting to the P-3 online discussion 
group^. Education Queensland). 
The second illustration of preschool education as a public performance rather 
than a private practice that 1 pursue in this section involves the redeployment of 
school readiness and the notion that preschool is a preparation for the formal 
years of schooling. This has long been a position espoused by Queensland's 
education system to justify preschool education (e.g. Department of Education, 
Queensland, c1978). Thus, the 'school ready child' (Grieshaber, 2000) is not 
necessarily a new concept. What is new, however as Grieshaber points out, is 
the state's explicit definition, delimitation and regulation of preschool childhood in 
Queensland. 
While the school ready child was evident in the initial provision of preschool 
education in Queensland, the child in question was a child in deficit. Preschools 
were initially established in what were known as areas of need, so that preschool 
education would be best able to 'fix' any social, cultural and intellectual deficit 
with which the child entered school (see Chapter five). As pointed out in the 
previous chapter, this production of the preschool child was one based 
7 
This group is publicly available via www.education.qld.gov.au 
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dominantly in discourses of social compensation. The preschool child in the 
Guidelines, however, is produced as one getting ready to embark upon the 
lifelong journey of learning. Thus, in the Guidelines, the school ready child is one 
who is ready to become literate and numerate and who has achieved the 
outcomes of the seven Foundation Learning Areas (see also Grieshaber, 2000). 
While the preschool child must publicly perform school readiness, the preschool 
teacher is publicly accountable for producing such school readiness. 
Dahlberg et al. (1999) point to the way in which this notion of 'foundation' feeds 
into and off a vision of eariy childhood that is valued largely in terms of future 
possibilities, rather than current experiences. Thus, 'Eariy education is 
understood in foundational terms, equipping young children for what will follow, to 
be judged in terms of long-term outcomes' (Dahlberg et al., 1999: 53). While this 
dominant eariy childhood view exists in the Guidelines, it sits alongside the 
state's vision of literate, numerate and self-maximising individuals. 
This final section of the chapter has made links between the production of the 
first curriculum framework for preschool education in Queensland and the 
broader political and educational discourses of economic rationalism, devolution 
and school based management. Within this new political rationality of preschool 
education the preschool educator is required to perform a particular kind of 
'teacheriy' practice. Part of the performance of a 'teacheriy' preschool educator is 
managing and creating the school ready child within a shifting regime of 
partnerships, a new language of outcomes and accountability, and a new sense 
of public practice. 
Conclusion 
This chapter has been concerned with the Queensland government's renewed 
interest in preschool education in government schools. To understand this 
renewed interest in governmentality terms, I have stepped back from Queensland 
to provide an overview of dominant broader discourses, including postmodernism 
and globalisation. I then considered the impact and uptakes of these broader 
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western discourses on domestic political discourses at both the federal and 
Queensland levels. I then brought all these discourses together to analyse how 
and why the Queensland government has taken up the 'preschool cause'. 
The downfall of the Bjelke-Petersen government and the aftermath of the 
Fitzgerald Report undoubtedly impacted upon the conditions of possibility that 
enabled the production of the Guidelines. However, the broader social and 
economic context of the 1990s also created conditions that could not be ignored. 
Lingard and Blackmore (1997:1) point out that 'there has been a...policy shift-to 
a stress upon indicators of performance' and this is part of a broader shift from 
education as a national and social good to education as a matter for and a 
reflection upon individuals. Such a shift enabled the complex and contradictory 
mix of 'traditional' eariy childhood practice with the state's agenda of outcomes 
statements, literacy and numeracy. 
The Guidelines, however, had only been in preschools for three years before talk 
of significant change in the provision of preschool in Queensland began. The 
following chapter addresses the current hive of activity on the preschool scene, 
as the Queensland government commences trials of a full time preparatory year 
of schooling. 
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Learning or earning in the Smart State 
2002-
Thirty-nine Queensland schools are set to run trials of a full-time 
preparatory year of schooling from 2003, following an announcement by 
Premier Peter Beattie and Education Minister Anna Bligh this week 
("Queensland schools make history," 2002). 
In March of 2002, as one of three components of the Queensland 
government's Education and Training Reforms for the Future policy 
(Queensland Government, 2002a), a trial of a full-time preparatory year of 
education in Queensland's schools was announced. This announcement is 
part of a concerted attempt on the part of the Queensland government to 
focus all its policy and programmes around the production of Queensland as 
'the Smart State'. This point was noted briefly in the previous chapter. In this 
chapter I begin to make a further analysis of how this new regime has been 
produced, and what new tactics, strategies and practices it enables. 
This chapter is relatively brief, pointing towards the immediate future, rather 
than making an analysis of an established policy or practice. A preparatory 
year of education in Queensland is an emerging agenda, with all practices, 
documents and guidelines currently in draft. However, the groundwork on 
which this agenda has emerged is related to both global and national 
discursive trends. It is also integrally bound up in the history of Queensland's 
preschool provision. In this chapter, as with the previous two chapters, I 
consider the broader picture of western social and political discourses. I then 
take account of how these discourses have become manifest at both the 
federal and Queensland levels of government. Finally, I focus in on the 
emerging strategies and the potential they have to again reconfigure 
preschool teachers, parents and children. 
Ongoing tliemes and agendas 
The broader western themes and agendas discussed in the previous chapter 
are ongoing into the new century. Some have intensified, for example the 
emergence of global 'information' or 'knowledge' economies. Some are being 
rearticulated in newly evolving ways, such as in work on the gendered, 
classed and raced aspects of these global information or knowledge 
economies. One dominant theme that has emerged from these ongoing 
discussions is the notion of reflexive, self-maximising citizens, and within this 
idea the complexities of re- and de-traditionalisation of subjectivities. After a 
fairiy brief discussion of both these themes, I then address the uptake of these 
ideas at both the federal and state level of politics in Australia and 
Queensland. 
Reflexive, self-maximising citizens 
If government is understood as a function of thought (Rose, 1999b), a 
question that emerges from such a position is how the 'thought' of an 
information or knowledge economy might produce or reproduce political 
rationalities and techniques of governance. One tactic that has been activated 
in the production and thought of these emergent economies, is that of lifelong 
learning (Edwards, 2002). This tactic is deeply connected to the production of 
the enterprising individual who is constantly seeking to maximise itself. Rose 
(1996b: 154, original emphasis) explains; 
The enterprising self will make an enterprise of its life, seek to maximize 
its own human capital, project itself a future, and seek to shape itself in 
order to become that which it wishes to be. The enterprising self is thus 
both an active self and a calculating self, a self that calculates about 
itself and that acts upon itself in order to better itself. 
Producing these lifelong learning, self maximising selves requires changes in 
thought - that is, changes in government and governing. As pointed out in 
Chapter two, however, Rose's position here, while holding a great deal of 
analytic potential, elides the very real gendered implications within the 
production and performance of the enterprising self of neo- and advanced 
liberal times. McLeod (2002: 214) makes a similar point when she 
emphasises that, 'In cultures saturated with knowledge of gender difference. 
226 
and particulariy the femlnisation of affect and 'relationships'... therapeutic 
techniques of the self are going to resonate differently for giris and boys'. 
Further, in the case of this thesis and regarding the Issue of eariy childhood 
education and young children, the acting about and upon selves and 
subjectivity, freedom and choice, is generally deferred to the adults in the 
equation in the form of parental decision-making. Such a deferral Is usually 
made in a notably gendered fashion, that is, it is predominantly passed on to 
mothers. Governments and their debates over childcare, early childhood 
education, maternity leave and mothers of young children In the paid 
workforce continue to maintain and produce the anxiety and guilt^  of mothers 
who are in the paid workforce. 
For example, some recent debate in Australia's federal pariiament has 
revolved around the need and/or desirability of the federal government 
providing funding for a minimum of 14 weeks paid maternity leave. Within 
these debates there is a clash between biology and economy, in that while it 
is an economic necessity that women maintain their position in the paid 
workforce, it is also the government's policy position that women should be 
firmly fixed in the domestic sphere. Inevitably, childcare and early childhood 
education become drawn into these debates, and just as inevitably, the 
debates focus simply upon women, mothers and children - the potential role 
of fathers is excluded, or at the very least marginalised. Such debates at the 
federal level of politics in Australia are reflective of the complex tensions 
between the conservative government's reassertlon of the 'traditional' nuclear 
family at the very same time that such a family is becoming less and less 
common in western countries (Segal, 1999; Carrington, 2002). 
Some feminist thoughts on transformations and reflexive selves 
As Lisa Adkins (2000) points out, the notion of reflexlvity has caused some 
debate amongst sociologists. The reflexive citizen, who is increasingly thought 
of as separated from institutional and structural constraint as a free and 
^ I owe this phrase to Ravinder Sidhu. 
227 
individual agent, has become the valorised citizen of western politics and 
policy (Giddens, 1994; Beck, 1992). While some regard such processes as a 
'detraditionalisation' or an unhooking of traditional social roles and 
relationships, such as gender, from individuals (e.g. Heelas, Lash & Morris, 
1996), others such as Adkins (2000) argue that it is instead a more complex 
process of both 'detraditionalisation' and 're-traditionalisation'. 
For example, in some ways preschool teachers' work is being 
'detraditionalised', through the move away from private practices to a 
production of an acceptable and sanctioned public performance. It remains, 
however, overwhelmingly women's work. In 2001, of 1136 preschool teachers 
in Queensland, 33 were male. Further, it is principals, predominantly men, 
who judge the performance of preschool teacherhood. Thus, the largely 
women's work that is preschool teaching, while becoming 'detraditionalised' 
through public performance, accountability and monitoring, is at the same time 
being re-traditionalised, as men manage and monitor the performances of a 
largely female workforce. 
Adkins (2000: 265) asserts that, 
.. .women's exclusion from labour market positions, together with an 
intensification of domestic and welfare servicing, suggest not a process 
of individualisation - involving the disembedding of 'people from the 
constraints of gender' - but more a re-embedding of 'women' in circuits 
and networks of exchange where there is an intensification of traditional 
norms, expectations and rules in relation to gender. Indeed, this eerily 
echoes the classic sexual contract of modernity. So it seems that, rather 
than becoming self-determining individuals in the space of reflexive 
economies, women are increasingly being embedded in re-
traditionalising socialities. 
British socialist feminist, Lynne Segal (1999) in her discussion of the current 
state of feminist theorising, also points towards the contradictions and 
tensions built into the increasing emphases upon reflexive subjectivities and 
the compounding of existing social patterns and lives. As she points out in the 
context of the current New Labor government under the leadership of Blair in 
the UK, 
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The more flexible and volatile our identities, bodies and lives are 
conceived to be in academic discourses deconstructing genders and 
sexualities, the more predictably social constraints and pressures, or 
personal compulsions, manifest themselves in the lives of many women, 
and men. With individual choice and personal responsibility the mantra 
of the 'Third Way', feminism's own 'women's right to choose' is mocked 
by a culture in which lack of children, fear of poverty or career demands 
means that more women feel they have no choice at all... (Segal, 1999: 
229-230). 
These more complex networks of de- and re-traditionalisation are certainly 
evident in the work places of preschool teachers. As will be discussed further 
in the final section of this chapter, they may also be found in the rhetoric of 
preparatory year trials. This is particulariy so in the positioning of the 
preparatory year as the foundation point for lifelong learning in the knowledge 
or information economy. 
Federal agendas: withdrawals, benchmarks and boundaries 
Following the 2001 re-election of the conservative federal government with 
John Howard as Prime Minister, the portfolio known as the Department for 
Education, Training and Youth Affairs (DETYA) was abolished and 
reconfigured as the Department for Education, Science and Training (DEST). 
This name change is potentially significant in at least two ways. First, science 
is explicitly linked into education and training in the new portfolio and second, 
the removal of the 'youth affairs' aspect has enabled education, science and 
training to become lifelong issues. These two points, science (particulariy the 
potential for innovation) and lifelong learning are the focus of this section on 
the Australian federal government's agendas. 
Science, technology and the knowledge workforce 
While federal Labor, in both government and opposition, have been pushing a 
'clever country' or 'knowledge nation' style agenda for at least the last decade 
or so (see Chapter six), the conservative governments have been slow to take 
up this discourse as an organising policy framework. The turn of the 21^^ 
century, however, has seen moves towards acknowledging the emergent 
centrallty of a 'knowledge economy' and the significant policy shifts necessary 
to survive and be successful within such an economy. 
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The federal government produced the Learning for the knowledge society, an 
education and training action plan for the information economy policy in 2000 
(DETYA, 2000). In this document the emergence of the Australian lifelong 
learning, techno-citizen is apparent. It states, for example, that 'each part of 
the education and training sector has a role to play in developing the people 
who will power the information economy' (DETYA, 2000: 8). While the 
discourses of information and knowledge economies are evident in federal 
government policy, they are constrained also by the distant and decentralised 
approach to government favoured by the conservatives. 
Batterham (2001: 15, original emphasis) in his report as Chief Scientist, The 
Chance to Change, describes a knowledge economy as denoting, 
.. .the shift from material to knowledge and intellectual resources as the 
base for economic growth. A distinguishing feature of the knowledge 
economy is the increased importance of tacit, as opposed to codified, 
knowledge and intangible capital. The knowledge economy is not only 
about new creative industries and high-tech businesses, it also has 
relevance to traditional manufacturing, mining, primary and service 
industries. 
The Chance to Change runs parallel to the current federal policy on innovation 
6ac/f/>7g/At/sfra//a's/A5/7/fy (Commonwealth of Australia, 2001). In this policy it 
is suggested that if Australia is to take, 'a road of high growth based on the 
value of our intellectual capital, we need to stimulate, nurture and reward 
creativity and entrepreneurship' (Commonwealth of Australia, 2001: 4). This 
ambitious aim is, as seems almost inevitable, produced within the discourse of 
lifelong learning. 
However, the big picture discourses of a global, knowledge/information based 
economy found in Backing Australia's Ability are accompanied elsewhere by 
conservative discourses of 'traditional' family, a reassertlon of nationalism, 
including the defence of boundaries and the violent exclusion of 'illegal' 
immigrants. The federal government's position illustrates the complexities and 
contingencies of local uptakes of global discourses and remains a point at 
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which the complex debates surrounding de- and re-traditionalisation 
resurface. 
While a component of the Backing Australia's Ability policy is to review 
education, teaching and teacher education, there is no commitment within this 
for preschool education. Indeed as the Australian Education Union (2001) 
reports, the federal government shows no inclination to renew federal 
Involvement in the funding and provision of preschool education. Instead the 
focus is on industry, training, information and communication technologies 
and the rewarding of research and innovation related to these areas. 
Queensland: the Smart State 
The current Labor government in Queensland, led by Peter Beattie, is 
aggressively pursuing its reinvention of Queensland as 'the Smart State'. 
Beattie is not only Premier, he is also Minister for Trade, thus placing this 
portfolio at the top of the government's agenda. The Smart State is driven by 
discourses of economic reform in a globalised worid, including an increased 
emphasis on a knowledge-based economy. The language in which Beattie 
produces this notion of the Smart State, while aggressive, is also strongly 
entrepreneurial and designed to produce Queensland as a fast-paced, world 
class, knowledge-based, competitive and generally all around fabulous place 
to be. After all, not only is Queensland the Smart State, it also has a 'high 
standard of living, great lifestyle and sunny climate' (Beattie, 2002). Beattie's 
Smart State propaganda could be viewed as the equivalent of 'up lighting', 
plants, comfortable sofas and shiny trophy cabinets in the foyer of a self-
managed, entrepreneurial school. 
For example, the Premier's home page (www.thepremier.aid.qov.au) has cleariy 
been designed to place Queensland on the worid stage. Queensland is 
highlighted in a map of the worid from which Australia is pulled out, 
Queensland is then pulled out of Australia, using simple but effective graphics 
accompanied by suitably cutting-edge sound. Clicking on the Smart State link 
delivers the visitor to an introductory discussion of the government's 
achievements, entitled 'Queensland is Australia's Smart State'. This 
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discussion uses language such as 'vigorous', 'new-age' and 'new jobs' 
referring regulariy to research and science based industries such as 
biotechnology, biomedical science, information technology, nanotechnology 
and communication technology. However, while these new fields are viewed 
as essential, it is also considered, 
...crucial to apply Smart State solutions in our traditional industries, such 
as mining, manufacturing, construction and farming, to ensure that they 
remain ultra-competitive in the world market place (Beattie, 2002, my 
emphasis). 
Businesses are also compelled to take part in the Smart State, 
.. .one of the best ways of being competitive is for a business to be 
among the first to adopt high tech solutions. We are encouraging small 
businesses to think smart and to ensure they are using world-class, 
cutting-edge approaches to their businesses so that they are ultra-
competitive (Beattie, 2002, my emphasis). 
Within the Smart State, these competitive, cutting edge 'Smart State 
approaches' require a citizenry of self-maximising, lifelong learners and 
earners^. Education, therefore, is high on this government's agenda. Across 
the range of schooling and Technical and Further Education (TAPE) sectors, 
and within the Smart State regime, education has taken up a central role. The 
discussion from which the above quotes were drawn continues; 
But these strategies will not work if we do not have a highly-educated 
and skilled workforce. 
That's why we are radically modernising our education and training 
systems to make them more relevant to the needs of young job seekers 
in the new millennium. 
We will give them the education and training that will enable them to 
reach their full potential so they are ready for a lifetime of learning and 
earning (Beattie, 2002). 
The Smart State regime pervades the production of Queensland's 
government. The Queensland Families: Future Directions (Queensland 
^ The language of the Smart State is reflective of Blackxnore's (1999) point that the reflexive, self-
maximising and rational citizen is a resoundingly masculine figure. Girls in schools and women at 
work (and some groups of boys and men also) have been and remain marginalised in many discourses 
of'new technologies'. 
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Government, 2002c) policy is a 'Smart State Initiative'. This document has an 
explicit intertextual and interdepartmental link with the Education and Training 
Reforms for the Future document (Queensland Government, 2002a), referring 
to family needs in the context of the preparatory year trials. Within another 
strategic document. The Future is Here (Queensland Government, 2002b), 
the future is, of course, in Queensland the Smart State. According to this 
document, Queensland is 'building a smart workforce' through a 'worid class' 
and 'innovative' government education system (Queensland Government, 
2002b: 8). The 'Mapping the Future' consultation regarding women and giris in 
Queensland has four themes, one of which is Learning and Earning 
(www.qidwoman.qld.qov.au). Premier Peter Beattie even launched 'the Smart 
State' vehicle number plates as an option alongside the longer standing 'the 
Sunshine State' slogan^, although this has apparently not been a popular 
option. Thus, the discursive regime of the Smart State has become the 
guiding force in the reinvention of Queensland in the context of new 
globalised, knowledge-based economies. 
Given that the education funding attached to the Smart State regime was one 
quarter of the government's 2001-2002 budget, or AUD4.3 billion, this can 
certainly be viewed as a hugely positive regime for Queensland's education 
system (Queensland Government, 2002b: 8). Not only has Education 
Queensland been positioned in possibly the most central strategic and policy 
position in the history of the department, it has also been appointed a widely 
respected and influential Minister in Anna Bligh, the first woman to be Minister 
for Education in Queensland. Anna Bligh is also Leader of the House, which 
places her third in the political hierarchy after the Premier and Deputy 
Premier/Treasurer. Education, therefore, is certainly positioned as a key 
stakeholder in the Smart State regime. 
The Queensland government's Smart State agenda is a proactive, rather than 
reactive or stagnant, regime. The language and marketing of the Smart State 
^ Australian vehicle number plates have the state or territory 'slogan' imprinted on them, in a similar 
way to many states in the USA. 
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regime from the government are universally positive, upbeat and progressive. 
However, while the discursive regime of the Smart State holds enormous and 
positive potential for education in Queensland, it must also, as Foucault 
(1982) famously pointed out, be considered potentially dangerous. In the final 
section of this chapter I make a closer analysis of what the Smart State 
regime potentially holds for preschool education in Queensland, in particular 
focusing upon the implications of getting ready for lifelong learning and 
earning In the Smart State. 
Producing tlie learning or earning citizen 
As a parent of school-age children I, like all other Queensland parents, ., 
want my kids to have the best education possible so they are ready for a 
lifetime of learning and earning (Peter Beattie in Queensland 
Government, 2002a. np). 
This statement from Peter Beattie appears in his 'message' at the beginning 
of the Education and Training Reforms for the Future document. It is a 
statement that not only provides a personal identification with other parents of 
school children, it also personalises and legitimates the government's position 
on the need for young people to be either learning or earning. After all, as 
Beattie seems to be implying, this is what every 'good' parent wants. The 
document Beattie is introducing, Education and Training Reforms for the 
Future, is the focus data source for the remainder of this chapter. As for the 
previous two chapters, I also supplement the analysis that centres on this 
document with further texts of various kinds, in this instance discussion 
papers. Education Queensland's newspaper - Education Views, the 
Education Queensland P-3 online discussion group and the Creche and 
Kindergarten Association (C & K) response to the preparatory year trial. The 
curriculum document for the preparatory year trial remains in draft and 
although these drafts are available for public consultation on the QSA website 
(at the time of writing, visit www.osa.ald.edu.au). they are not yet available for 
citation. 
This section of the chapter again picks up on the three themes taken up in the 
previous two chapters; that is, considering how preschool education is now 
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being produced in the Smart State, considering how teacher-parent-child 
relationships are being reconfigured in preschools, and, finally, asking how 
preschool pedagogy is being further recreated as a public practice. First, 
however, an overview of current Education Queensland discourses. 
Education Queensland: a keystone in the Smart State 
In April of 1999, Dean Wells, then Minister for Education, launched the 
discussion paper T77e Next Decade: A discussion about the future of 
Queensland state schools. This discussion paper formed the initial 
consultation stage in the development of Education Queensland's corporate 
policy strategy, Queensland State Education 2010 (Education Queensland,, ^ 
2001 [QSE2010]). 
According to the report on consultations published in a special edition of 
Education Views (September 1999), two themes were dominant in the 
responses to the discussion paper. The first theme was the need for 
Education Queensland to provide educational options that reflected the 
diversity of social, cultural, geographic and aspirational factors amongst the 
students and families who use state schools. Secondly, there was a desire on 
the part of teachers and principals for a more flexible and locally responsive 
approach to curriculum and policy development. Within these themes, major 
issues or problems were then identified. The first two problems were the need 
for market research and the need for state school differentiation that enables 
innovation and local developments. 
Third on the list of issues or problems was preschool and the eariy years of 
education. A range of factors were raised within this issue, for example, the 
lack of appropriate preschool places in state schools, the changing needs of 
parents and families, links to the compulsory years of schooling and the 
importance of eariy intervention strategies. Importantly, it was recognised in 
the discussion paper that 'dissatisfaction with the [preschool] service offered 
pushes parents to the private sector and they do not necessarily return' 
{Education Views, September 1999: 6). Given that government schools 
across Australia are consistently losing enrolment share, which in turn has 
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implications such as the loss of federal funding, recognising preschool 
provision as a point at which parents may be attracted to government schools 
is significant. It is within the context of the responses to the discussion paper, 
particulariy the need to provide a preschool year that was more attractive to 
parents and families in an attempt to maintain enrolment share that provided 
the basis for the preparatory year trials. 
Queensland State Education 2010: 'new education' for 'new times' 
As previously suggested, QSE 2010 is the current corporate and strategic 
framework for government education in Queensland. As Beattie's foreword 
points out, the document is intended to capture the moment and provide a ' ' 
broad contextual framework for the next decade, rather than provide a point 
by point account of what Education Queensland intends to do (Education 
Queensland, 2001). QSE 2010 is framed up within the dominant Smart State 
discourse of producing a knowledge-based economy in a globalising worid. It 
acknowledges the rapidity of change and the need for new and innovative 
approaches to schooling. 
To this end (and amongst many other objectives) the document suggests that 
New Basics, New Pathways, New Foundations, New Opportunities to Learn 
and a New Deal on Equity are central to the Smart State agenda (Education 
Queensland, 2001: 15-17). Of these it is the New Pathways and New 
Foundations that are of interest for the analysis at hand. Managing multiple 
pathways through schooling and providing the appropriate foundations for 
these pathways have been a recent focal point for Education Queensland. It is 
these two objectives from QSE 2010 agenda that are the central concerns of 
the Education and Training Reforms for the Future document, to which I now 
turn. 
Education and Training Reforms for the Future 
The Education and Training Reforms for the Future document is a component 
of the QSE 2010 agenda. It is composed of three parts: part one is the 'getting 
ready for school trial', part two is the information and communication 
technologies for school and work discussion paper and part three is the 
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getting ready for work or further study discussion paper. It is important to note 
that the preparatory trial is a not a green paper, that is, the trial of the 
preparatory year is in progress and on track to begin in 2003. The consultation 
surrounding the preparatory year trial will then determine if, and in what form, 
such a year is to become established in Queensland state schools. However, 
parts two and three, the information technology and school leaving age 
aspects of the paper are 'green', that is, they are for discussion and 
consultation only at this stage. 
The placement of these three issues together in the Education and Training 
Reforms for the Future document is explicitly linked into the Queensland 
government's Smart State agenda. The reforms suggested in this document 
have both significant and very expensive implications. However, 
...this is part of the Government's drive to build the Smart State. This is 
an investment in Queensland's future which will ensure we take our 
rightful place in this new and dynamic century and the highly competitive 
global economy. It will ensure jobs and prosperity for our children. 
Our Smart State Strategy is about creating 21^* century jobs and a 
diversified economy with a major investment in traditional and new 
industries. It is also about skilling and educating our people, so 
Queenslanders can take up these jobs now and in the future' (Beattie, in 
Queensland Government, 2002a: np). 
The Queensland government is very serious about its Smart State regime, 
and is cleariy taking positive steps towards producing the Smart State. The 
remainder of this chapter asks the central governmentality question of 'how?'. 
That is, within the Smart State regime, how is preschool education being 
produced, and how are the tactics, strategies and practices of preschool 
education being changed, appropriated or marginalised in this process? 
The 'getting ready for school' trial 
In terms of eariy childhood education, the Education and Training Reforms for 
the Future (Queensland Government, 2002a) document discusses three 
points that have been identified, via the community consultations for QSE 
20fO with parents and educators, as important areas in need of attention. 
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They are: meeting the needs of children starting school, considering the age 
children start school and fitting preschool into the daily work and family lives of 
parents (Queensland Government, 2002a: 1). 
A central concern of the 'getting ready for school' trial is built around the 
school starting age, 5 turning 6 by 31 December in the first year of schooling, 
which is currently the youngest in Australia by five months (Queensland 
Government, 2002a). This concern feeds off the federal agenda of national 
testing and benchmarks. The results of these tests indicate that Queensland 
has a higher than the national average number of year 3 and 5 children not 
attaining the national benchmark (Queensland Government, 2002a). Given 
that Queensland children are at least five months younger than children in 
these year levels in other states, an injection of a full time preparatory year of 
education, accompanied by raising the formal school entry age (by 6 months), 
is viewed as one means to remedy this. This position is based in a range of 
'eariy inoculation' discourses (Luke & Luke, 2001), such as eariy childhood 
education leading to a reduction in delinquency and disruptive behaviours, 
while improving school outcomes and providing the 'first step in lifelong 
learning' (Queensland Government, 2002a: 1). 
The Smart State regime: learning or earning for all young people 
In Chapter six, I noted the production of preschool as the site in which the 
foundations for lifelong learning are laid down. In the Guidelines this was 
particulariy evident via the visual links made between the four areas of 
developmentally appropriate practice, the Foundation Learning Areas of 
preschool and the Key Learning Areas of the compulsory years. In this way 
preschool was reproduced within a space between the developmental years 
of pre-preschool and the Key Learning Areas of compulsory schooling. 
However, this agenda is potentially taken further in the preparatory year trial, 
as the pre-compulsory years of schooling may yet again be reconfigured, 
carving out a space between eariy childhood care or education and the 
compulsory years for the new preparatory year. 
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The QSA's outline of the Eariy Years Curriculum project, the curriculum in 
development for the preparatory year trials, makes the Minister's agenda 
regarding the trial clear. The preparatory year is to be very much about 
preparing for the compulsory years of schooling - or getting ready for school. 
The project profile points out that 'The Minister...advised that this curriculum 
was to include an Eariy Learning and Development Framework that would 
guide teachers' monitoring of children's progress and their preparedness for 
Year 1 - that is, their 'school readiness" (QSA, 2002b: np). Areas that have 
been identified for particular attention in the Eariy Years Curriculum project 
'are social and self-organisation skills, motor development and early literacy, 
numeracy and oracy' (QSA, 2002b: np). While these are all laudable areas of 
attention, the list is also striking in its adherence to a rather traditional view of 
the schooling children are getting ready for. Given that Queensland is to be 
the Smart State and that Information and Communication Technologies are 
fundamental to that vision, it does seem that the exclusion of these from the 
preparatory year 'wish list' could be considered as lacking in foresight. 
Within QSE 2010, the Queensland government's Smart State regime is 
centrally concerned with 'add[ing] value to individuals and to the common 
good by giving the opportunity to all, irrespective of background or 
circumstance, to reach the highest levels of schooling attainment' (Education 
Queensland, 2001: 12). Within this discourse, the preparatory year is 
strategically aimed towards laying 'the appropriate foundation for success in 
school for all students' (Education Queensland, 2001: 16). As Rose (1999b: 
145) points out, in advanced liberal societies the government's 'political 
responsibility is to provide...training, combat discrimination, help with 
childcare for lone parents...But your political responsibility as a citizen is to 
improve your own lot through selling your labour on the market'. This is very 
much the political rationality underpinning the Smart State discourse and the 
preparatory year trial. For young children in Queensland, the preparatory year 
trial is aimed towards getting them ready for a lifetime of learning or earning 
as they grow into the 21^' century. 
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Within the political rationality of the Smart State regime the preparatory child 
is predominantly produced as a potential adult learner or earner rather than 
the previously more dominant developer who is a potentially rational adult. 
Thus, while young children remain potential adults, the adults they are to 
become are less certain, less structured, more flexible and more reflexive. 
Within the government's discourses at least, the dominant eariy childhood 
developmental agenda has been watered down and marginalised. While the 
developmental agenda remains, it is now in serious competition with notions 
of preparation for compulsory schooling and laying the foundations for lifelong 
learning. 
Preparatory teachers/parents/children in advanced liberalism 
The preparatory year trial could be considered, therefore, a trial of how best to 
provide appropriate foundations for the production of self-maximising, 
responsiblised advanced liberal citizens (Rose, 1996b). Within this production 
of preparatory year children, there is ongoing evidence of the tight linkage of 
constructions of motherhood, citizenship, childhood and eariy childhood 
education. While preschool was initially provided in Queensland state schools 
on the understanding that mothers would be at home and available to 
participate in voluntary preschool work (see Chapter five), the preparatory 
year trials are based on growing evidence of the complex and flexible needs 
of families, particulariy mothers. Thus, the very fact of the preparatory year 
trial is, in part, a response to the fact of mothers in paid work and is thus an 
adult response to the need for a more adult 'user-friendly' system of eariy 
childhood education. 
For preschool teachers, the preparatory year trial may provide further support 
for their professional status and worth. However, they are constituted to a 
large extent as the producers and monitors of the school ready child. It could 
be predicted that the performatlvlty creeping into preschool teachers' 
workplaces (as discussed in Chapter six) is likely to intensify. However, at the 
time of writing, the Eariy Years Curriculum was unavailable for citation, thus, 
what new tactics are developed and what old tactics are appropriated and 
reproduced remains to be seen. 
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Play as pedagogy: resisting the 'pushing down' of the state's agenda 
For the Minister and for the state government, the primary reason for 
supporting the preparatory year trial lies in the potential role this will play in 
the production of the Smart State. Within this, producing the school ready 
child is repeatedly held up as of central importance. Over the last decade, the 
Queensland government has crept into the previously private sphere of 
preschool education, increasingly submitting it to the glare of public 
performativity and accountability. Throughout the increasing levels of public 
scrutiny, many preschool teachers have resisted the idea of a 'pushing down' 
of the state's agenda for formal and compulsory schooling into informal and 
non-compulsory preschool settings. 
In this context, play as the pedagogy of eariy childhood education has 
become the 'call to arms' for eariy childhood educators in resisting (or 
attempting to influence) the state's preparatory year agenda. For example, 
one group of preschool teachers has submitted to Education Queensland a 
list of 'necessary components' for a quality preparatory programme that is 
topped by the need to acknowledge 'the fact that young children learn best in 
natural play situations' (P-3 discussion list, August 2002). Another submission 
from a different group of preschool teachers also presents the need to ensure 
that the philosophy of a play-based curriculum is supported, particulariy given 
the potentially threatening funding situation (P-3 discussion list, July 2002). 
The C & K, meanwhile, are also reiterating the discourse of play as the way 
children learn. They have produced nine principles in their 'Preparatory Year 
Position Statement', one of which is that 'a stimulating play environment must 
be an essential component of an effective eariy childhood preparatory 
curriculum' (C & K, 2002a). The C & K are also shoring up their perceived 
expertise and influence within the eariy childhood educational circles of 
Queensland. They have produced a series of 'Red Alert Prep Year Updates' 
and soon after the announcement of the preparatory year trials published a 
media release entitled 'Want to know more about the introduction of a Prep 
Year? Ask the experts' (C & K, 2002b). The C & K also have a representative 
241 
on the Eariy Years Curriculum development reference group and will, 
therefore, have some impact upon the trial in 2003. 
Politicians and bureaucrats held public meetings across Queensland 
discussing the proposals within the Education and Training Reforms for the 
Future document. In these public forums, when discussing the preparatory 
year trial, the Eariy Years Curriculum team at the QSA consistently 
emphasised that the curriculum to be developed for the preparatory year trial 
will be play-based. This reassurance for preschool teachers has been 
constant, and from the curriculum in draft, it seems that play will certainly be a 
major organiser. 
Conclusion 
This chapter has explored the most recent shifts in political rationality 
regarding preschool education in Queensland. I have discussed these shifting 
rationalities in the context of the growing centrallty of reflexive, self-
maximising citizens in western discourses of knowledge or information 
economies. As the shape of western economies has changed, so too has the 
shape of workplaces and the tactics and strategies in place to manage 
workers within these workplaces (including preschools). 
An emphasis on information or knowledge economies, and the changing 
political rationalities these economies produce, also reveals new ways of 
thinking about workers, citizens and selves. Within these shifts, I would 
suggest that for eariy childhood education, the shape of the adult-to-be 
impacts upon the present child. Thus, there is evidence in these new political 
rationalities that as the governmental thought regarding the worker and citizen 
self changes, so too does the conception of child and childhood. The 
Queensland government's pursuit of the Smart State is one example of this. It 
is a discourse produced in the context of global, knowledge economies 
requiring a new and different type of citizen and worker. The production, 
management and regulation of these new citizens and workers begins in the 
preschool/preparatory year of schooling where the foundations are to be laid 
for a lifetime of learning or earning in the Smart State. 
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IV. CONCLUSION 
8 
Conclusion 
Historical investigations are...used not for knowing but for cutting, as 
Foucault says in his essay on Nietzsche: to disturb that which forms the 
very groundwork of our present, to make the given once more strange 
and to cause us to wonder at how it came to appear so natural (Rose, 
1999b: 58). 
The work I have presented In this thesis has grown out of my wonder at how. 
the dominant eariy childhood educational discourses produced in 
Queensland's state-based preschool settings came to appear so natural and 
normal. While 1 hope I have been 'cutting' and have disturbed the foundations 
of eariy childhood education in Queensland, I also hope that this is a positive 
and constructive disruption - an opening up of another critical space in which 
the normalcy and naturalness of preschool may be rendered strange and 
contingent 
Genealogies, or histories of the present, create this critical space to remind us 
of the non-necessity of that which we consider necessity in our lives (Burchell, 
1993). Further, genealogies of governmentality attempt to create this critical 
space with a focus on how conduct is conducted. Thinking through the non-
necessity of our perceived necessities, and linking this in with how we are 
governed, enables not only an acknowledgment of the way in which our daily 
lives are governed and managed, but also of the potential for shifts and 
changes in this governing. Thus, one function of the cutting away of the 
common sense foundations of eariy childhood education is the revelation of 
the accidents, power struggles, political and personal game playing, and 
economic agendas that have functioned to produce, and that continue to 
maintain and manage, eariy childhood education. 
This cutting away is in part an academic exercise, producing a means for 
thinking through societies, politics and histories. However, it does also serve a 
positive purpose; for in understanding how we do things, the understanding of 
how to do things differently may also arise. As Foucault suggested 
(2000/1981:456), 
Criticism consists in uncovering...thought and trying to change it: 
showing that things are not as obvious as people believe, making it so 
that what is taken for granted is no longer taken for granted. To do 
criticism is to make harder those acts which are now too easy. 
Given current circumstances in Queensland (see Chapter seven), opening up 
the truths, thoughts and practices producing preschool education in 
Queensland is timely. 
This thesis has been guided by the research questions I presented in the 
Introductory chapter. These questions emerged out of my interest in 
understanding preschool childhood and education as socially constructed. 
However, I was interested not only in the point that preschool and childhood 
were socially constructed, but also in how they were constructed in particular 
ways at specific moments in time. My use of the theoretical and analytical 
tools provided by governmentality enabled me to establish the following 
questions: 
• How has preschool childhood been produced; that is, what are the 
regimes of truth, practice and thought that surround preschool 
childhood? 
• How have these regimes been made technical, practical and rational in 
the provision of preschool education in Queensland government 
schools? 
These two questions are also reflective of the two key traces that have 
threaded through the thesis. These two traces were: 
• The necessity for eariy childhood educational research to engage with 
political agendas, including an understanding of the governing of 
populations and how eariy childhood education is positioned within 
such contexts. 
• The recognition of the need to investigate links between political 
agendas and institutional provision for children, since such 
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investigations have the potential to produce critical accounts of 
societies and their politics, economy and institutional structures. 
Now, to conclude, I return to these traces and questions to take stock of 
where the research has travelled, what the research has produced and how it 
contributes to understandings of preschool education in Queensland 
government schools. I structure the first part of this conclusion around the two 
key traces and then move on to consider implications, limitations of my 
analytic approach and the potential for further research. 
Picking up the traces of the thesis 
This thesis has been written with an eye to both the governing of populations 
and the position within this of young children and the institutions created for 
them. As this study is a genealogy of governmentality, I have been 
predominantly concerned with conditions of possibility, with discourses and 
with regimes of truth, practice and thought. I have further been concerned with 
how these may then enable or constrain particular forms of governing. To this 
end I have pointed out how those who inhabit preschool settings, teachers, 
children and parents, might conduct the conduct of themselves or of others 
within broader discursive frameworks. 
Commencing this study required an overview of the dominant discourses and 
regimes of truth, thought and practice of preschool education. From there, I 
could develop linkages between these discourses and regimes and the 
governing of both the broader population and of preschool education. 
Chapters three and four began this work. These chapters were genealogies 
that aimed not only to investigate how regimes of truth, practice and thought 
in eariy childhood education have been produced, but also to unsettle those 
everyday common sense regimes of eariy childhood education. Thus, Chapter 
three provided a macro eariy childhood genealogical backdrop, considering a 
range of dominant discourses that function to produce eariy childhood 
education in western nation states such as Australia. These discourses 
included accounts and analyses of: paternal epistemologies, developmental 
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psychology and developmentally appropriate practice, the reconceptualising 
eariy childhood curriculum movement and sociological studies of childhood. 
To add further detail and texture to this backdrop, I used Chapter four to focus 
on play as pedagogy. Play as the pedagogy of eariy childhood educational 
settings has a fascinating genealogy, and the theoretical and analytical tools 
provided by governmentality enabled a novel and critical angle to be taken in 
this chapter. 1 was able to critique and unsettle this important eariy childhood 
educational tool, while also pointing towards a range of often contradictory 
discursive sources for its valorisation in eariy childhood educational practice. 
As genealogies, these two chapters were also able to supply parts of the 
macro picture in which the discourses of eariy childhood education have been 
produced. For example, the dominance of developmental psychology in early 
childhood education is reflected in a dominant psychological understanding 
and management of adult populations. A further example is the discourses 
produced through the reconceptualising eariy childhood curriculum 
movement. These have been enabled through at least two broader agendas, 
the reconceptualising (primary) curriculum movement and the theoretical and 
cultural ideas of postmodernism and poststructuralism. Thus, a core 
genealogical point emerging from Chapters three and four is that ideas about 
young children and their education do not appear out of nowhere. Rather, 
they are always produced and reiterated at moments in time that fit with 
broader patterns in social, historical, economic and political contexts. 
Having made this genealogical point. Chapters five, six and seven then 
focused on the particular site of Queensland and its state government 
provision of preschool education. These chapters considered how the 
discourses discussed throughout Chapters three and four were made 
practical and technical in Queensland's preschools. This investigation 
required an analysis of the range of discourses beyond eariy childhood that 
also intersected with and impacted upon the production of preschool in 
Queensland. The federal nature of Australian government has played an 
important role in the establishment of preschool education in Queensland; and 
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Also having a significant impact on the governing of young children, in this 
case those in preschool in Queensland government schools, is the kind of 
citizen/worker the government and economy require. As pointed out in 
Chapter six, at the time of the production of the Guidelines around 1998, 
preschool was seen as the place where the foundations for life-long learning 
were laid down. Also evident in the Guidelines are links to national 
educational discourses, including the Key Learning Areas, with an emphasis 
on literacy and numeracy. 
The Queensland government's current attempts to re-create Queensland as' 
the Smart State reflect dominant western discourses of knowledge and 
information economies and societies. Within such discourses new modes of 
governing are established, modes that incorporate tactics such as 
benchmarking, auditing and accountability measures. These types of 
governing tactics are reflective of both neo- and advanced liberal political 
rationalities. 
As the Queensland government develops its Smart State regime and 
continues building its knowledge economy, its citizen/workers will require a 
range of new skills to function successfully within this changing economy. 
Within the Smart State agenda, education, including preschool or preparatory 
education, is positioned as central to the production, regulation and 
management of the necessary flexible, autonomous, rational, self-maximising 
citizen/workers. Thus, while the life-long learning agenda remains in the 
preparatory year trial, it is joined by an explicitly preparatory agenda that is 
part of getting ready for life-long learning or earning in the Smart State. 
Accompanying these shifts were moves from preschool being viewed as a 
private affair for women to preschool as a public performance with public 
standards and outcomes, a shift I followed through Chapters five, six and 
seven. This move has implications for all in early childhood settings. For the 
mainly female teachers, there is a shift from good mother/teacher who 
functions in a largely private manner to the requirement to fabricate a public 
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performance of 'preschool teacher' to the satisfaction of the school principal 
and Education Queensland. Part of the new public performance is the 
creation of the school ready child. Children are now to be prepared for a 
lifetime of learning or earning through a range of academic and social 
outcomes, articulated as the Foundation Learning Areas in the Guidelines and 
currently under review for the new preparatory year trial. For parents, 
particulariy mothers, full-time preschool is considered more user-friendly in 
relation to their work commitments. Public consultations on this issue 
continually indicate parental discontent with the current two and a half hour 
sessional preschool day. Thus, I reiterate my point that shifts in preschool 
education in Queensland have moved in concert with shifts in understanding's 
of motherhood. 
As suggested by Moss and Petrie (2002), through particular readings of a 
society, its politics and its institutions for children, there lies the potential to 
create narratives of childhood. I have produced one such narrative. My 
narrative has revolved around relations between shifts in thinking about 
motherhood, citizenship, workers and shifts in thinking about preschool 
education. Through taking a genealogy of governmentality approach to my 
analysis of the implementation of preschool in Queensland government 
schools, I have been able to engage with multiple layers of knowledges and 
political rationalities. Such a process offers a rich understanding of how 
preschool was invented, and how preschool was, and is, governed in 
Queensland state schools. 
Implications and limitations of the research 
First and foremost, I suggest that my focus on the linkages between politics, 
society, economy and eariy childhood education contributes to the very small 
number of Australian studies that explicitly make that connection. It is also 
one of the few histories of preschool education in Queensland government 
schools. An historical sense of eariy childhood education, and particularly how 
its dominant discourses became regimes of truth is important. Such an 
historical positioning of preschool education enables a critical stance to be 
taken towards the common sense of eariy childhood educational knowledges. 
250 
for these are often knowledges that are cut off from their foundations and 
emergences. A further benefit derived from an historical positioning of 
preschool education relates to the illustrations provided of the long-term and 
ongoing political agendas that have served to form the conditions of possibility 
in which preschool education occurs. 
In suggesting that eariy childhood educational research needs to engage with 
political agendas, I do not intend to suggest that such research has never 
been done in eariy childhood education: for throughout this thesis there is 
evidence of such engagements. However, I do suggest that this research is 
often marginalised and silenced within many sites of authority, in Queensland 
at least, such as eariy childhood teacher education degrees and some policy 
and curriculum making sites. The silencing or marginalisation of the social, 
political, institutional and historical contexts of young children enables the 
ongoing dominance of discourses such as the naturalness and innocence of 
childhood and the normalcy imposed by DAP on eariy childhood practices. 
One theoretical contribution of this thesis relates to the emerging linkage of 
the governmentality literature and the various 'literatures of difference'. For 
intellectual work to remain useful it requires, as Toril Moi (1999: 256) points 
out, 'rethinking in new circumstances'. This, of course, is just what many 
researchers who work with governmentality have been doing. Nikolas Rose 
(1999a) for example, in the new introduction and afterword to the second 
edition of Governing the Soul points out some of the shifts and refinements in 
his thinking. 
However, in developing my understanding, and appropriation, of Foucault's 
intellectual agenda, I found that while governmentality provided a novel 
framework with which to analyse preschool education in Queensland, it did 
not go far enough for what I wanted to do. As I also read through the range of 
the literature that has grown up, particulariy in the 1990s, around the concept 
of governmentality I was taken back to find so little that considered categories 
of difference. While there is research considering, for example, race 
(O'Malley, 1998) and sexuality (Dowsett, 1998), most studies of 
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governmentality remain predominantly masculine. Given the explicit linkage 
between various modes of liberal government and studies of governmentality, 
the lack of engagement with feminist critiques of liberalism is a gap that 
requires attention. As I have illustrated in this thesis, taking account of the 
gendered ways in which subjects are governed enables a more detailed 
account of the conditions of possibility for the governing of subjects. 
As pointed out in Chapter two, this thesis engages with macro contexts and 
conditions of possibility. There are, therefore, no voices of discontent, of 
ignorance, subversion or acceptance from children, teachers or parents who 
are the subjects living their daily existence in the state-based preschools of • v 
Queensland. While this may be viewed as a limitation, it is also a product of 
the theoretical and methodological approach I have chosen to take; that is, a 
genealogy of governmentality, with a focus on conditions of possibility. To 
study the daily resistances, subversions, ignorances or acceptances of 
dominant regimes of truth, practice and thought about preschool education 
requires an alternative research approach. 
Potential for further research 
Undertaking the research in this thesis has raised a number of paths for 
further research. In the first instance on a theoretical level, I reiterate the need 
for studies of governmentality to engage with literatures that discuss 
categories of difference. As mentioned eariier, this research process has 
begun. However, my agenda is for further feminist research studying 
genealogies of governmentality. 
In terms of eariy childhood education, there are a number of locations that 
would provide interesting points of departure for genealogies of 
governmentality; for example, how the Reggio Emilia approach emerged in 
Italy and how it has spread across various parts of the globe. Play as 
pedagogy also provides further scope for research, in particular developing 
critical engagements, such as that provided in Chapter four, with dominant 
discourses of play in eariy childhood education. Such studies would provide 
further contributions to histories of the present of eariy childhood education, 
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with a focus on linkages between eariy childhood, politics, society and the 
economy. 
Final comment 
This thesis has explored the invention and governing of preschool education 
in Queensland government schools. The function of genealogies of 
governmentality is not to provide 'answers' but to create spaces for critical 
thinking and analysis, spaces that ask how particular discourses became 
regimes of truth, practice and thought producing the conditions of possibility 
for the governing of ourselves and of others. Through asking 'how', and 
through revealing the arbitrariness, contingency, knavery and messiness that 
contributed to our common sense, genealogies of governmentality may 
produce disturbances and disruptions that cause us to think anew about our 
daily truths. 
One positive outcome of this thesis lies in the knowledge that there are 
spaces and opportunities for thinking differently about eariy childhood 
education, and for thinking differently about how the teachers, children and 
parents who inhabit these spaces are constructed, regulated and governed. 
As I write this conclusion a window of opportunity for thinking differently is 
open in Queensland. For the next year or so as the 'getting ready for school' 
trial progresses, new political rationalities will emerge and new tactics, 
strategies and techniques for the governing of preschool/preparatory spaces 
and subjectivities will be invented. The question of "how to govern" is currently 
being asked, and the shape and intensity of the governing of those who 
inhabit preschools is sure to change. Critique and transformation need to 
function in tandem; transformation requiring the potential for changes in 
thought produced through critique, while critique ensures ongoing 
transformative vigilance (Foucault, 2000/1981). This thesis contributes to the 
need for critique in a moment of transformation in eariy childhood education 
generally, and in Queensland specifically. 
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